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* to sqme of these needed reforms 1n the tra1n1ng of teacher.

.are going: to be anything other than cosmetic.,

Presentation of .

. Dr. Frank B.W. Hawkinshire

.

~ . »
‘ ) s o . tO

National Conmission'on Excellence in Teacher Education
October 19, 1984 .. -» L
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Introductionw

-

The refonms in thé training -of" teachers need to be extensive

if. the recent challenges to zmprove educatlon -in this country are _—

to be' met. The evidence for a less than opt1ma1 level of teacher
performance not only comes from. the 1nd1rect data on student achleve-
ment but also from direct evaluatlons of the teachers themselves. e
It is my hope that the efforts of th;s commission may contrlbute

Recommendatlons ‘ ) . : g

It is my recommendation that changes must come in the design
of the curriculum if ‘the efforts to improve teachers' performance "

.
9

AS

The Challenge o .
When the challenge of re5e51gn1ng the teacher training . “
currlculum is mentloned, the typlcal strategy is to shift parts .

and/or add pieces to the exlstmng de51g . The quest;on that is
not usually addressed dlrectly is whethex the»structure of the r ",
curriculum is an appropriate one to produce - competent and skllled
teachers. It is my contention that some of the problems. bf

teacher performance resxdes xn.the fundamental flaws in the curric- ‘a\\"
ulum design.  Therefore, if a remedy is to be undertaken, it is \ '

\
necessary to accept the challenge and return to basic princ;ples ‘ '\\
to develop a more approprlate design. 1 fully recoqnlze thHat - ‘- -\\\
the complexity of .the.task makes it very difficult to do. Never-

theless, an Unsystematic approach, with partial fixes, is not the -

way to deal WIth the need to 1mprove the level of teacher perform- -
ance. Moreover, the very nature of the problem requlres a systematic
method for both disaggregating ana t?in ordering the’multlple

A .




,currlculum des1gn to train teachers.-

L o .. ’
‘
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elements of the curriculum T Propose. some ways of d;saggregatlng

L . )
L]

-

and reorderlng these elements.

v

Unrts for Dlsaggregation . f

In my thlnkrng on curriculum desxgn.,l dlsaggregate the .
currlculum into three sets of units. These units. are: molar (the
basic assumptlons), macro (the/orderrng of the units of knowledge)
and micro (the details of the'learnrng episodes). Because”of time

limitations" R will only discuss one of ‘the primary molar units.

It is a. prrmary molar unit, because it 1nvolves the major “assump-
‘tions about the learning and performanee process that shdoes the

practicentric curriculum. I use this primary molar unit as .an - .

'example td illustrate what needs to be done when rethinkrng the .

¢
‘ \ kS
’

»

Natural Versus Formal Learning

. If learning’'is examlned as a total event, then it is possible '
to extract clues from this process to structure the curricylum. I
first contrast what is knowh abbout natural versus formal learning .
and then the diﬁferences between earnlng (formal and nitural) and ¢
performance. .

1] \ .
Definitions ' ' . : |

‘Formal learnlng is the planned encounters that take place .
within the classroom around-de51gnated unlts of knowledge. Onzf' '
the other hand, natural learning occurs as part of the process of )
coping with the unplanned encounters.of llving. While, the dichotomy:
between the two 1s sharply drawn here for the purposes of emphasis,
they may not in fact typically éxist in such pure form (See Table- L%
In this selectea comparlson I have tried to show some of the ways
that the paﬁterns of natural learning are dlfferent from formal .
learning. The dlffenences are hlghllghtedmso as to provide
.guidance for designing what the late W. H. Cowley of Stanford

Un1versxty called Practicentric (centered in practice) oriented .

curriculum. YThese five elements are some of the 1mportant aspects

of naturelmlearnlng that the designer must include if the level
of teacher performance is .£o improve.

. .
'
L4
L . ’ . 4
'
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‘The designatgd unit of iearning
is. highly time bound and less

A}

Higher constraints on moving
from the learning through per- .

. y .
'i o ’ . ‘ " .'
' »
W . \
: , .
, ** Table 1
. . . . _ .
-4 Natural Learning . Formal Learning’
: . . /‘ . . . * ‘ "
- Continuous events, - l. Discontinuous events,
. Cdntextyal relevance, . 2. Contextuwal irrelevance,
- Designated unit of'learning 3.
.is less time bound and is : S
- more task bound, * £ask bound, ’
4. Lower conpstraints-on moving * 4,
-from learning to performance '
& sequence, and . ~ formance sequence,and
5.. thwledge'a guisition is 5.

knowledge. utilization.

- typically lilnked directly to

Knowledge acquisition 'typically
separated from knowledge utili-
zatién, -
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'differen es.,

- successfully within qn episode. When these activities are 1nter-
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Before 111ustratmng how to .use more natural learning patterns
in currlculum de51gn, the differencee betveen 1e¥rning and -

3
b

performance are considered. _ ‘ . ‘

-
.
[ 1

Dlstlnctlons Befween Learning and ?erformance

The dlfferences betwaen 1earn1ng and performance are meortant
enough to be madé exp11c1+ in the desmgn on the curriculum ‘(See .
Table 2). Conetraet;ng ‘the character§st}c§ ‘of ,each hlghllghts the L

o R , '

) These differences between aspects ‘of 1earniﬁ§ and performance
means that it is.necessary to focus specifically on the detaxls of
learning or performance when selecting relevant act1v1t1es. If
the approprlate activities are not selected, then these which are '
effectlve for learning may be either inappropriate and/or inadequate ;
for performance. Slnce both learnlng and performanve act1v1ties
are coptained w1tnin each learnlng eplsode. careful,attentlon must
be given to how these activltxes ‘ate sequenced, pace 1ocated, e
and timed ({(See ?1gure l). If these four concerns are handled ' s

appropriately, then 1t is poss;ble to have both types of events - o

dzgltated in the way, 1t is possible to enhahce 51gn1f1cant1y

the level of learnlng and improve performance as well. ® Examples

are needed to’ 1llustrate how learnlng ahd .performance are put
together w1th1n the des;gnated unlt of knowledge .(the subject .
matter belng taught) . ' o ‘ A TN v

The Designated Unit of Knowledge ' e

Since all learning episodes ¢ontain. both learnlng and perform-

ance actzvxtxee, the task is to select am appropriate way to- “
organzze.them {Se¢ Table 3). The following four pr1nc1p1es are
used ‘toldo ‘this organization. ' :
Organizing Principles

First, the learning act;v;ty can be much shorter than ‘the

performance activities.. Second, the events to be learned that B
are the same are grouped and subsumed together. Those groups

that contain knowledge that ‘are the 'same are learned first,

those that are 1.ost different next, and those that are similar last.

6 .
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) Table 2 “
Learning B - Performance
1. Occurs 1nstanténeously or 1 A great deal of time required
o in a very short: period of . to reach a minimum acceptable
o time, . | o ., level of pexformance (MALP),
® 2. The contiguity of events 2. Mass practice of the desxgnated .
enhances the process, . .. ‘unit’ to be learned rekults in a
. _ - set of non coOntiguous training
b ' » . events in the'hequenoe,
3. The focus is on the inte- - 3. Decomposition to the level of the
,graglon of parts, .relation- parts may obscure both relatxon-
ships, and the whole, and r_sh&ps and the whole, and ,
e 4. The sequential ordering of 4. Seduential ordering of evenﬁs
: events is less important. It - typicafly'iqportant to the process.

. is more important to start
' ~.where the person is.in the ) : .
process., - o . -

.




L DESIGNATED UNIT OF KNOWLEDGE u
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L' nkage

Learning Activities .

Events %

Learning Epibod€
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Practice .Activities

Learning Episode
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Learning Activities ~
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Practice Activities

. Learning/sﬁlsode

gt .

Linkhge Events -
b&~——1
Learning Activities

+ - . .'.»-\

Practice Activities

Figure 1
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Table 3
~—

’ T
Elements of’éearning Episode

[l
.6

Theory and/or Model (Learning Activity), -
Skills Repertoire iPerfOrmanee’Activiﬁy)s

Linkage dct1v1t1es between *theory/model and skills
repert01re (Learning and Performance Activity),

D1fferent1al Diagnosis Prbcedures (Learnlng Act1v1ty). .and

Assessment ‘of conceptual and skllls mastery (Performance
Aﬁtiv;ty) N

Q
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Third, the focus is on the identification of attributes of

. parts, their relationships to each qther, and the whole. Fourth,

establish a re! tionship between thé new information and the
person's exis.ing knowledge base. o
Appllcatlon of Principles \

To take these four steps, it is necessaxy“%o desxgnate the
spec1f1c unit of knowledge. Once a unit ‘is designated, this con-
verts a continuous event to a digcontinuous one (See Table 1).. To
maintain the teaeﬁers -1n-tra1n1ng sense of contxnulty of the |
new material with the old, the llnkages between. the two are:

identified (See.Flgﬂre 1). This allows the teachers-in-training

to retain’the 'sense of the continuous quality 'of the material
while focusing on a"specific leerning'episode. Aq;exaﬁple of

specific content is used for this example. The focus of this

R}

designated unit is on the American colonial period of hlstory.
This period is taken out '0f the continuous events of history

that came before, during ané)aféer this period. Placfng the

focus on the agrlcultural methods of the New England colonles

is a selected learnlng episode w1thin the designated unlt of the
colon1a1 period. ‘'The.linkage events on either gside of this pertod
are the historical thdhes taking place in both England and the

post colon1a1 perlod in America. These major themes from these
two perlods are made explicit in order for the learner to retain
a sense, of orlentatlon to the continuous themes of history.

_ I1f the extraction of the designated unit of knowledge is done
with care, then the teachers-in-training can retain the larger -,
context of events that surround the designated unit. It is this
larger context that helps the learners to see the relevapce of
a partlcular de51gnated unit.

Since it 1s only possible to teach 1n a seyial fashlon,
keeping the mater1al in context provides an explicxt ‘sequence
that the learner can recognize as the parts fit Lnto an explicit
endstate (the whole) This sequence must be re-enforced in the
learner's mind’ multlple times during the practice. phase 50 that
the learner is not only clear about what is being mastered but

also the reasons for learning. the material. If clarity about *

- b : . 1 1

'

fg
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this sequence is maintained then it becomes self-rexnforcxng and
thus pushes students towards achievement pleasure, which glves : ,
them a sense of closure.. In this case closure comes from obtaining
a specific endstate. If these loarnlng-practlce act1V1t1es are

carried through carefully, then 1he learnlng eépisode w111 remain

1ntact as part of a continuous event in the learners memories.
In this way the desxgnafed unit of knowledge becomes a building - -
block that the teachers-ln-traln .ng use to move to the next level.’ . ;

Impllcatlons for ReStructurlng the Practicentric Curriculum

'observe individuals of. dlfferent ages and ab111t1es, as well as

If these primary molar “issues of curriculum design are used
to restructure the pattern of teacher training, then major changes
in the educat10nal process are required. The first requirement
is that all of the designated“units of knowledge must be specified
and .he relevant learning episode 1dent1f1ed * The example used
to’ 1llustrate this is of a teachlng ‘method -as the designated unit
of fnoéledge. The focus of study is or the patterns and dynamics
of classroom group behaviors."Within this designated unit is a
series of three learning episodes. When selecting the material
from these learning episodes, no attention is given to the dlBCl-
plines from which the material is taken. Therefore, it does not
matter, for'example' whether the content of an eplsdde comes
from. psychology oa,soc1ology. In/thls case theé learnlng episodes
consist of 1) the relevant. theorles of person perceptlong 2) socio- e
metrics and social inferactlon, and 3) the sklllS of observing - \

’

the dynamlcs/of’a group. Once these themes are covered, then what
wasilearned is used in a series of exercises. The teachers-in-training

small and large groups. These practlce experiences allow the
teachers-ln-tralnlng to compare wvhat is seen when observ1ng a
single person, person perception, to what can be learned when
observing, grOups about ‘sociometrics and social interactlon patterns.
When these three learning episodes are tied together in thls way,
then the théorles provide a conceptual framework for additional
observations in the ¢lassroom, on the playground, in the cafeteria,

or during a tutorial session.

. 11;3
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Once thoee series of comparative observations are made, then
it is p0551b1e to address the iSsue of what the tearhexs-in—train;ng
have learned. \The focus of this inquiry is on 1dentifying the ~
various social! qu physical forces impinging on their pupils from
their surroundlngs that might influence their classroom performance.
Examples of the variety-of behavioral settxngs that teachers-in-
tratnlng could then .apply their behavioral repertoire of skills to

1nc1ude.
1. The way students can develop new principles of dxstributive
justice when sharing equipment on the playground. .
~ * 2. How to alter the.power structure operating in the seating

patterns in the cafeterla.

3. What the carryover effects are in the classroom of
coalitions formed in ‘after school groups on the athletic
fields. '

" 4. Learning how to“indgge\impulse controls in students when
- working on difficult aséignments in tutorial sessions.
In this way the students learn t6\ere more appropriately
_with reactions to failure, success, eza‘miatakes.

" Once the teachers-in-training learned about these ‘theoretical,
notlons and active techniques for observing, then the opportunitg
to practice these skills in a series of situations is required.
The practide is done in similar as well as different behavioral
settlngs to increase their level of performance (MALP),. These
repeated experiences are not, however , used for gkill building alone.
They are also used for developing acumen in making a differential

diagnosis so as to know when to use and when not to use which methods.
Granted what was said about redesigning the curriculum the
changes required in the pattern of teacher training needs to bk
stated as well. Some of these changes are:

!
1. A highly interdigitated sequence of designated units of -
knowledge and specxfic learning episodes are selected by
all of the faculty.

2. All faculty members must be able to show how all of the
relevant designated units of knowledge relate to what each
member is teaching.
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3. Each learning experience draws upon the aame'knowledgé ¢Q,_j"" -
base w1th increasing depth. = - - B L e e I

-t APy -y ‘,

4., Each learning experience would include both ﬁew‘andgidhi'
recycled material. This wruld permit teachers-in-training
tp go through these same learning episodes several times
‘but at a more sophisticated level with more complex D
theoretical concepts and skills. ‘

5. Théﬁfaculty would have to be exemplar teachers. in,thil
currlculum. _ -

6. Added facilities and equipment such as observation rooms . -

and video taping equipment are required. . ' '

As.Cowley prediétéd,and I would igree, this kind of practicentric
“arritulum would produce significant idbreases'in the perfoimance level
of teachers. The specification of the details of how to implement

these changes can' only be described when the macro and nicro issues. \
are addresaed There is no time to illustrate any offghggewissues. '

“é
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This is an exciting time“to be involved in teacher education. It is a time of
unprecedented concern for education.’ We are witnessing a broad-based movemant
invd?ving pesearchers, .teacher eduﬁ;tors, legislators, governors, chief stae

school officers, schoql personpel, and the public at "large.

According to the report of the Eddcation Commission of the States' Task Force
on Education for Economic Growth (which supmarizes the key edycational reforms
-undertaken by each of the gStates in the last year), 46 states are working or

comprehensive plans to 4improve education in public elementary and secondary:
schools. These reforms include many common goals: upgrading the curriculum,

strengthening graduation requirements, promoting ceoperative“ arrangements with
industry, integrating techndology into vinstruction and, most™ important of ! all,
strengthening teacher certification requirements with a view to improving the
quality of teaching in the schools. '

AR

As aﬂmﬁember -of - the higher édudatioh community involved in teacher‘ education, /

1 am very excited by these reform efforts. ~But I want to provide .words of/
cautign that three points that particularly concern me. 1' fear that, unless/ o

attention is paid to these issues, the effects of the reforms will be' limited,
if not totally negated. My ideas are not new or unfque; but I hope that  they
will serve to alert my listeners to certain dangers that lie ahead. S

Incentives. A1l efforts at 'upgrading teacher education will be futile if we
are unable to attract into the teaching profession the number and quality of
people that will be needed to staff our schools into the 21st century. The

first Gallup/Phi Delta Kappa survey of U.S. teachers' attitudes- toward public
schools showed that 37% reported that their schools have ‘experienced difficulty
attracting good teachers, and 48% report that® their schools have ~had difficulty
retaining good teachers. When asked why teachers are leaving their "jobs, 87%
mentioned low teacher salaries. The next highest category (discipline problems,
was cited by a much lower 46%. .

By contrast, when the public was surveved in 1982, only 52% mentioned low salar-
jes as one of the main reasons wby teachers leave, whereas 63% cited discipline
problems. Apparently, the Amnerican public is failing to realize the extent of
teachers' dissatisfaction with the salaries they are receiving.

. On another duestion, "Doé}ou think salaries are too high, too low, or just about

right?", 90% of all responding teachers said that salaries were too low. However,
the American public thought differently. Only 37% said they were too Tow, while
41% thought they were about right. " g _

h




Every semester 1 survey my introductory education students about why they have
chosen teaching as a career, and whether they have faced opposition fromn parents
or ridicule from peers. The results are always unequivocal (not to mention dis-
turbing). My students report that they have enrolted in teacher education against
the will of their parents, who want them to go into more lucrative professions.

Earlier this.week, a young man sat in my office and talked about his desire to go
into teaching. - He had come te find out about & master's program that would lead
to certification. He reported that his family and friends think he is crazy to
leave his current, relatively well-paying job ($26,500) in order to go back to

"school to train for a low-paying profession like teaching. The man is an exter- -

minator.. '
This'month's Phi Delta Kappan contains an article by W. Tfhothy Weaver which care-
fully examines the impact of salaries on teacher supply. He reports thdt, because
of demographic and labor market forces, by 1970, salaries of U.S. teachers had
risen at a rate exceeding that of salaries paid to other workers in the economy.

He writes: "Moreover, the average academic quality of individuals attracted to
téacher education equalled that of any random sample of Students entering four-year
colleges. By 1980, however, the relative salaries of teachers compared with those

of other prdfessions had fallen well below their 1970 levels. B8y 1980, the academic

quality of students attracted to teaching was also significantly below the 1970
_}evel--gnd below that of the average four-year college student in 1980, as weli"
p. 112). | f '

- J ) ’ ! . .
Clearly, there is no way-to get around the fact that, to attract good people, we
need to provide better salaries and better working conditions. Until we do, we
can implement higher admission standards, we can reguire more liberal arts, we
can have stiff exit examinations, but we will not be able to attract the kind of
people that, we need into the teaching profession. AS WEAVER STATES, “SALARY IS
THE SINGLE MOST IMPORTANT FACTOR IN.ATTRACTING TALENT TO ANY FIELD." - )

Ll

The Role of Schools of Education.

[}

While I welcome the reform movement, and am glad to see a broad-based thrust for
improvement involving state agencies, school districts, legislators, etc., é am -
concerned that the movement. for reform seems to be happening mor¥ outside S hools
of Education' than within. Two weeks ago, I was in Texas at the Conference on
Policy, Practice, and Research in Teacher Education. I heard Billy Reagan, super-
intendent of the Houston Independent School District, describe his plans for im-
proving teaching in his district. [ listened to Philip Schlecty describing train-
ing for teachers through the induction years in the Charlotte-Macklenberg schools.
"1 heard Garfield Wilson describe Florida's plan for ‘evaluating and strengthening
teacher performance: Finally, I heard Martin Friedman of New Jersey's Department
of Higher Education describe the Commissioner's Alternative Route to Certification
--a plan that bypasses the Schools of Education completely.

What is the role of the Schools of Education in all these reforms? What are they
doing? Why are they not an integral component of the reforms?- Should they be more
involved? 1 will address this last question first. 1 am firmly convinced that
Schools of Education should be the primary site of preservice téacher education,
as opposed to school districts. Indeed, I agree with Joyce ‘and Clift that “"the
administration of teacher education is the primary responsibility of scholars in
the field of classroom teaching and learning process" (Educational Researcher,
, N

i

16




, ' SR
April 1984, p. .9). For the first time, we have a body of educational research on.
‘the characteristics ‘of effective teachers and effective schools, | believe that
it is college-based teacher preparation programs that ' are in the best position
to transmit this knowledge and to prepare reflective individuals who can draw on
their intensive preparation to meet students' needs and foster individual student
.achievement. ' ] - H

4

'

. Given this- conviction, I am concerned with the number of proposals. for’ reform
emanating from places OTHER than teacher education irnstitutions. Why are colleges
and universities not involved in these plans? _My guess is that they .are ‘ Jo busy
fighting for.their own survival. Reeling from>declining enrolments and the con-
comitant loss of resources, reorganizing, becoming smaller, consolidating, they
are beset by internal” problems. Nevertheless, it is :they who can provide the '
leadership that is urgently needed NOW, if education is to meet the challenge of .

. - providing a new generation of qualified teachers -gifted enough ‘to -raise .student
performance to the level the American people has a right to expect. g o

. Some fundamental changes will be needed, if Schools of Education are to rise to
this challenge.. ;ﬁfst, they must be recognized by the University community and
= the general public™ds what they are--professional schools, Faculty who collaborate-
with schools, engage in curriculum development, or- supervise out in the field must
be rewarded on the same basis as those who publish. - Classroom teachers must be
hired to team-teach courses with college or university faculty. "Research accom- .
plishments" and “Scholarly/ereative activity" must: be defined more broadly" to in-
\ clude curriculum development. Funds must be allocated for retraining college
faculty (e.g. in the role of computers in education). Finally;, the state must be }
s -prepared to -pay for high-quality teacher education. As David Berliner writes, '
At my own institution, the-University of Arizona, we have found that it costs the © °
state about $15,000 to educate a liberal arts undergraduate in, say, comparative
literature, history, or psychology. To educate an individual for the vitally im-
portant profession of teaching, the state pays $2,000 less. 1 wohder what Arizona
pq*s to train its medical. doctors, nurses, computer scientists, and architects?
1"} afraid that Arizona, like the 49 other states engaged in teacher preparation,
gets precisely what it pays for" (Phi Delta Kappan, October 1984, p. 96). .
TEACHER EDUCATION BELONGS IN THE COLLEGES AND UNIVERSITIES. BUT IN ORDER -FOR
SCHOOLS OF EDUCATION TO FULLY PARTICIPATE IN THE REFORM MOVEMENTS, THERE MUST BE

FUNDAMENTAL CHANGES IN THE FUNDING AND°REWARD STRUCTURES.

\
[

Evaluation and Di<semination of Reforms . o o

We all recognize that many of the issues discussed by educational reformers today
are the same’ issues that were discussed in_the 60s-and 70s. In 1972, Romine iden-
tified the need for greater cooperation between schools and teachefr educatjon in-
stitutinns, the need for more careful selection of students entering teaching, and
the need for integration of educational theory .into Bractice, improved procedures
for the induction of new teachers into the profession, increased opportunities for
early field experiences, and better followup of newly certified teachers' perform-
ance. In a 1971 study of teacher education in New York State, Fantini listed the
following problems: Certification policies, academic vS. professional education,
a continuum of training "from preservice to inservice, training ‘of supe \visory
teachers, cooperation between public schools and colleges, and other issues that
now have a famildar ring, . The incredible persistgnce of these problems is not

! for lack of reform efforts. So how are we to enthe that reports similar to the
one this Commission is about to write will not surface again in 19947 Must we* °
yo on reinventing the wheel? : ' '

3 a
[
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I think the answer is evaluation and dissemination., At the Teacher Education
Conference in Texas, 1 heard Garfield Wilson of the Florida Department of Education
Education report that the legislature has a built-in provision for the evaluation,
of Florida's reform efforts. 1 live in. New Jersey where one of the most radical
reforms of all is being 1mp]emented--the:A]terhative Route' to Teacher Certification.
‘It is mind-boggling that no ' systematic evaluation has been built "in to the’
alternative route. Unless individual -researchers-decide to monitor the outcomes, .
we will have no way of ‘knowing whether the alternative route will in fact attract
the quality of.people 1t is intended to attract, what kind of.teacher training they
are receiving, whether they ‘are, successful in the claséroom, or how they compare

.. with teachers who have come through the traditional college-based route--or, indeed,.
any of the vital questions that .need to' be answered. 1 WOULD URGE THE COMMISSION
TO RECOMMEND THAT ALL REFORM EFFORTS INCLUDE A PROVISION FOR EVALUATION AND ¢
DISSEMINATION OF RESULTS. R .

. ' @

’ ‘ ™~y .

“
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‘Carol Weinstein = - N
" Associate Dean for Teacher Education
Graduate School of Educitiom '

Rutgers University, New Jersey




. Comments on Excellence in Teacher Ede ik fon (October 19, 1984)

for the National Commission on Excellence in Teacher Education

by Maxine Greene, Teachers Collegs, COlumbia"pniversity

1] ' .
' - , . . :

To .speak of oxcollence*in'tcachcr pducatlon ought to taka us boyond

mainly instrumental and quantitative considerationa. Exccllence. as 1 viqw

+

it, has to do with the waya—in which phraona conduct their pursuits of know- .
1edge and understanding. It has to do with ths ways in which what thoy come

to know and underatand fcada into their pcrap.ctivua on things, informa their‘
practice, and provokaa'them to go further than whera thcy are. I do not want

0 .

to repeat what has already boan aaid about’ profeaaionalizing teachora-to-be

o

.by equipping them to play mqre aignificant roles in curriculum davelopment and

policy making, important though these clearly are. Nor do I want to repeat

what has. been said abdut merit and mastery in taaching; about new carear laddera,,

>

" or about thc nacuaaity for building ﬂgra bridgea batweon teacher education and

the schools. W*th vhat has been called the criaia of the profeasiona i mind
I would prefar to propoac thru paradigms for graduata ~tgacher. cducation, ,

somewhat different from-those commonly in use. .
» f ! '
By the crisis, ‘of course, I mean thué’roa%?n of confidence in the

DY

profusaione and in profaaaional expertise in general/ 1 mean the growing awarenass

. . 19 v .
. ’ .
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't?efo:beon.a neglect of the intdrprotive context in wﬁich-all this-mighf be

'\‘- : '“‘? 2 - - —'c,’
ofvtho unintdnqod conssquances of some of the new medical technologies, ;ay,,

of the juse 6f nuclear plants to solve energy problems, and (I would suggest)
_ e ' N
the depandence on technical models in the training of teachers. Where teacher

aducation is concerned, the consequences have bsen a‘pondontration on behaviors,
o . P . . T '
on measurable performance, on discrete competencies and skills. Not only has

) . , - _ P
 reflected upon and related to educational valuos and .purposes. There hay well

have boen an ovorlookino “of criticQ=croativo thinking, of the capacity for

K"/

S
choughtful and participant citizenship, and of the ability to cope intolligontly

¢ .

with the bombardmonta of tho media. - ’
¢ o, :

To rely on a modcl of technical rationalicy is to overlook the fact

A
[4

thot.toaching'is always sitoation~apecific. A taaching-learning situation, I
believe, is not one to which tho‘gencralizatiqns of appliod science can easily

ry .

be appliad. This may be ospeciilly true at the prosont moment, when thorc is
o’ .
a growing rocngition of tho divcrsity of the populationa thronging into high
chools and elementary schools. Tochnical models or largo gcnoralizations make
it difficult to attend to biographical particularities or to cxporiancos alionl
to what is being conveyed if schools. Upprodictablo clemont “enter at all levels;
the very dissonance between students’ lived‘yorlda and what teaohera'tékc for

granted may bacome the source of student confusion and error, something scarcely

acknowledged or saeen. There are the effects of family and social dialocations,

" few of which arc~cncompoaaad or avcounted for by research from without or by

what Thomas Kuhn calls the ''shared examples" (1970) so familiar to’teachar educa-

tors today.

a

g The first paradigm I want to propose is taken in part from David Schon's

The Reflective Practitioner (1984), a paradigm of "rcfloction—in~practico” that

posas a challengs to technical rationality. Anothar is an inscrdisciplinary

paradigm adapted from work being done in the field of Women's Studies. Still °
F . )

4
X
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. another is qFrivod ﬁrom aesthetic education and what is known about the modes

"the f8rms of knowlodgo with which thay have boen engaged ds sources of perspective, -

collogau and the schools. It ought to mean an open, ongoing convarsation as

. \ . ' 3

f undcrstanding made possible by an integration of cognitivo, intuitiv., and
cmotivc ”rcadings of phcnomona. None of tham makes irrelevant or: unimportant
. . [
what ia thdught of as the knowlcdgc basc fundamontal to tcachor oducation. Tho
\

idoa. howovcr, iR\not to agglz scgmonts of accumulatod knowlodgo or rcscarch
$
results in the procossasonso-making with respsct to practice; nor is &t to draw

¢ LI

logical inferences froﬁ knowludgo claims. - Teachers ought to be enabled to treat’
/ : ' v

<

of "knowing how." Thoy ought to be. onablad to ‘find in those forma of knowledge

4
clues for thc Lraming of hypothasas, for the posing of problems, for the stimula—
tion of dialogue within the particular situations in which they are: expected to do

thoif‘work '
Tg, educate for "reflaction-in-practice,” I am suggesting, is to.

ompower taachors-to develop a range of'interprotivo and. indeed, artistic capaci-

tios with regard to the fluid situations in which thay will find themselves' in-

volved. Of course this mnans more movemant back and forth betwoon tcachcrs -

N *

efforts are mads to find adoquato ways of sharing maanings witn diﬁotso and dis-
tinctive studants, each of whose vantage points must be attended to and considered
vorthy of rcgard. It ought to mean a continuing and open considcration of norms
and principles, not only those ‘governinyg specific subject mattora, b t those that
govern the ways in which persons come together and createp 'innbetwdan" (Arendt,
1958) of significance for their learning and thq%: lives. ’

As for the interdisciplinary parndigm taken from Wom ' Studies, T
find suggcstivo the ways in which thn "reality" of certain moments in hiatory or. .
certain cultural situations has been doeponcd and nxpandod through a viewing from“'
unexpoctoo vantagc points. Tha insufficiencies of undorst;nding due to the
overlooking of women's experience are by now well known in several fields (hiatony;

4
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i

fot instance, and developmental psychology). When inquirers look"through thc

lansas of lf%eraturev anthropology, cconomics, and the visual arts as vell as .

history, they are bound to see the Elizabethan poriod difforently. whcn thoy

consult litérary narrativas, diaries, life-stories written by women, while using
) ‘ _ ' : . . .
the constructs of developmental psychology, not only:is the conception of female

experience enlarged; so may be qhh rarige of chclopmental paychology. "There are

f .

£ Y . o o o
possible analogies here for teacher educatora-foncerned to empower teachers-to-be

To look from multinle angles is to'be*

\.a}"')

botter able to select out dimensions of the situation (facco, voices, writing .

to "ses" thqir teaching situttions fully.
pattcrna, thinking stylaes, intnrchangos, and rclationships) to which to attcnd.
The implications for taachers collegas, I think, have to do with collaborative

semiths amnong reprasentativas of various disciplines, each committed to disclose

what a:. ~hy his/her particular ordering of concepts anables practitioners to see.
_"Finally, there is the apparently ramotc"aradigm,taken from aesthetic
education. It is dramatically clear in this domain that the more individuals know

14

(about the mediun of an art form, about style, about expressiveness, about form),

°

the more thaey are likely to see and hear and discover. The role of “tacit avarenass"

(Polanyi, 1958), the subsidiary awareness th&t feeds into and sharpecs focal aware~

‘nass; the relationships batween cognitive and emotional capacities in attending to
and'intending something new; tho importancc of perceptual acuity; the aignificanca

, of boing personally presant to what one is trying to understand: all these bccom.

A

highlighted when pcople are baing empowcrod to engage knowledgeably with works of

"l ~ oy

| art. If only to enhance the power to make discriminations in teaching situationo.

“to notice what is there to be noticed, to ainglc out nuances th?t may serve as

cluas, some experiences with aesthetic encounters ought to be provided teachers-to<
?‘ . N .
be. ¢ )
My dominating concern is for an approach to teacher education that

comes to terms with tha-complciitios,*tho qrgencics, and the undarstandings of

"post-

our times. A society wariously called an "information society,"

;323
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Q . ’
.

I8 w \
industrial society,” a society charaggofiznd by expanding high technology,

P -

o«

a changing demogf?phy. moral and religious conflicts, and ﬁ?aga of Armageddon

cannot be served by teachars who are functionariss or highly skilledltachniciana s

e e e .o , : .
or effective managers alone. Excellence in teacher sducation means opening more

and more intelligences to a changing world, empowering them to reflact in the
- |
cdursa of action among other human beings, to. engage (as they do so) in incroasing-

A

-p‘

ly crcativo and critical dialqguo to the end of provokiqg loarnora to think to

imagine, topnotica. to bo concerned, ‘and-- in an increasingly indifferent

X

world-~to -care. Appropriately or not, I want to eind with a aontcnce from the
v\ N

last page of Albcrt Caius's The Plague, whose narraton is concluding his talc by
saying it could not.bo one of a final victoryu "It could be’ only the rocord of
what had had to be done, and what assuredly would have to be done again in the

never ending fight against terror apd its raelentless onsldughts, despite their

pqrsghal afflictions. by all who. while uﬁable to be sainfs but refusing to bow

> -

down Co peatilences. strive thoir utmost to be healers." The pursuit of

oxcollsngq is. najfr eriding. We can only strive our utmost and to try.

Ed

] . : .
# Lo - '
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Although there are many impdrta‘n_t issues facing our schools and teacher

education in Qrticula:;, ranging from new career alternatives for teachers to

the problems' of teacher burnout '(Boyér, 1983, Goodlad, 1934. Schug, 1983), I

‘

would like to focus on two dpecif}c issues from a literacy perspective.

1. The process of educating future ‘teachers .
' Yo a ‘ .
. 2. The content of teacher education progr

for a changing society
As—%echnology increases the availahihty £ knowledge a.nd as this infor-
mat:.on reshapes the nature of certair occ}ga ions, students' ability to func-
.tion in a chlianging socie@;y will depend on their abi;ity to think .critically
a;xd to use their 'knowled‘ge' in prod.uct,iyg ays‘. Technology has pra‘.wid-ed us with
capability to col],éct a;xd. organize" éxte ive data bases. The chalienge is to

»be able to use the data we have acquiyed to'rifnprove the quality ofq our lives.

-

-
hd -

"As individuz&l‘s acquire knowl dge, they also should be empowered to think

<3 and reason" (Glazer. 1984). When we describe,‘compare, contrast, discuss,

criticize, explain. interpret; justify, evaluate, etc. vwe are using language to

/ .
think and reason about some cgntent. The connections between leaming and lan-

guage are evident. As adults we are all aware that we have learned or mastered

~some body of content when we are able to communicate our knowledge to others
‘ g [ o ¥
through gpeaking or wriy(ng. wWe may be less aware that the actual process of

producing language in these ways is helping us learn as well as Snabling us to

« . R .
. Yo

share what we have 1 arned. ' . R .‘

™

) ed.



The skills that we need to understand information and roact to it are em-
bedded in the oonmunication processes of l‘stening, tpeaking. reading, and
writing.: Oral and uritten language is the tool which. anables us to use our

knowledge in thoughiful and rational vayé.

We know that teachers' prior oxperienoes shape the deoisions they make
in their classrooms. Therefore} it is not only the oontenf of teacher educa-
tion programs that will make a difference but the process we use in educating
ptospective teachers for their difficult role. Prospective teachers need'opf
portunitdes to use ‘their language as a tool for learn{ng, to learn through
collaboration with peers, and to function in those internship/practicum situ-
ations which repjicate the problems they w;fl'face as professionals. 5 i: 'f

+

3

* Teachers need to be fluentd;eaders and writexrs. What does this mean foﬁ}
teacher education? Throughout their training program they should be actively
involved in learning about their field through their own listening, speaking,
reading and writing activities. Through this process they will clarify their
ideas and those of others in much the same way that we hoée thelr students will.
Having "real purposes" and real audiences" for theaexpr$ssion of thair thoughts

will give proopective teachers the necessary experiences on Uhlch to base their

, decisions once they are in the classroom.

1 9
7 M

Understanding that lgarning on one's own and learning from peers, as dif-

ferentiated from learning from an authority (i. e.. the teacher or univprsity

Professor) is the key to continued or life-long learning is also a critica} ex-

o

perience for ‘teacher trainees. This experience along with the use of language

LY
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for learning should change ghé context or environment for learning that

teachers will provide for ‘the children in their clgssrooms.

Teichgr educators in colleges and universities play a crucial role in the:
process of educating prospective teachers. They can create an environment for

Aearning at the college level that fosters thinking, language,;peqr interaction

in small ‘and large groﬁps and above all an attitude of mutual respect and pfor ',

fessionalism. In this way the university professpr becoqes fhe model fét those
interactions and\;Eh@viors'thﬁt the; hope prospective teachers will internalize
and ugg‘as tﬁey make critical dec{sions"in £heir.oun classrooﬁs and thus yope-
'fully provide an environment in which children learn from each other, using .’

! _ e
their language faciliLy and become critical thinkers and independent learners.’
[ % : -

1

1f the goal of education is to develop individuals who can think and reason -

~

" _ about.many issues and problems, then our teacher eduéationfprograms need to

'

stress the use of language across all curriculum areas. As we listen to others,

read Qhat o;hefs have written, and react through speaking and writing our ide;s
are sharpened and we 1e;;n how to 1ear;. Teacher preparation'courség n;;d.éb
integrate the knowledge bas; ox congent‘of é_particular discipline_with the use - s
nf language so that learning how to teach science, maﬁh, art, etc. would focug

on 1earning,ho§ to help children use-language to understand the content. Priority -
across all curriculum areas woﬁld be‘interacting with pee:é in thinking about e
content, exprgssihé and reaétiné to idéas/knowledge through speaking and writing J
vhile simultaneously understanding the ideas of others through listening.and -’ ' =
reading. Prospective téaqhers,would ?ecome knowledgeable ébdut specific content

but the content would be the vehicle for learning how to involve students in

-

’




language activities. This means, for example, that using writing to clarify ideas '
would not be limited to methods courses in Language Arts or English, but would

'4

cut across all methodology courses. . . N

Ths stress in all teacher preparation ‘couraes would be on learning ways to
actively involve students in learning, by uaing their own language (speaking and
writing) as well as interpreting the lang‘uage of others (listening and reading).
Teachers would learn how to organize classroom activities“, regardless of content,
to facilitate language use. Methodolngy courses wuld stress the creation of a
classroom environment which encourages language uue to explore the ideas embedded
in subjects such as acience and mcial studiesg. * How to set up specific langunge

activities, such as group talk, or ‘effective writing assignments. is ccnmn to

all subjects and all stages of education (Toronto Board of Education, 1983).

Once teachers are in the classrooms they tend to function as sitpational

3 £l

decision-makers. 'rhe decisions they make influence the direction of the curriculum

“

and are, as I remarked earlier, based on beliefs acquired from previoi:xs cmericncc
(Bolster, 1983). If' in their deciaion-mkin; processes children's language use is
a priority, then the_tasks they require of 'children will enphacizé learning through
the use of language. - 'reachers' tnoughts and subsequent decisions .will focus for "
example on a question like: "What writing activity can I use t}a‘ will clarify
students' concepts about the Civil War?" rather than "What do my ‘tudents know
about the Civil War?" Another example may help to . clarify this point. A teacher
may think about "Wl"xat audience would be appropriate to listen to my students' dis-
cussion of the upcoming Pzesidgntial election?” rather than “"How can I find ou't

if my students know each of the candidcte's views on taxation?” .

e
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" chers, and achni_nistrators in the field.

-

&
'ro sumnarize thin point, teacher education programs should train all
teachers in mcthods for developing children's language potential, the critical

-
factor in children beconing independent thinkers and learners. Lt

.9 .

fo

The final comment I want to mske with respect to educating future teachers
relate_s to their‘ exéosure to schools and their ;Lnteractions with paren\e,, tea-
while there are many ideas about in~
volving teacher trainees in schools earlier in their college eéucatien and chang-
in"grsome asgects of 'tl-ge practice’ teaching eompdnent, I Jonly want to focus on the
valpe of a collaborative approach between schc;ols and universities in the design
and implex:entation of the fieldwork experience. Whether we decide thet prospec-
tive teachers should spend part or all four yedrs of thexr undergraduate pro-
gram in schoqls. or whether an apprehticeship system should follow university
training, is I think less ipportant in the long run than .. ¢ aigni_ng a field- -
work experience in which school-basee supervisors, clas.s‘room teachers, and uni-

versity Qfaculty have cooperated., " Our futare teachers need a sense of cohesive~

. ness in their preparation rather than the fragmentation thaté now characterizes

&Y .
many of their leqrnix_zg experiences (Joyce and Clift, 1984). Further, this

collaiorative effort ‘would serve as in—servxce training both for sc¢hool-based
i l‘, -
staff ard university faculty, as both groups diséuss and resolve mutual problems

. focusing on providing the best leaming environment for our future teachers. If

. beginning teachers no longer reported that what they learned in university classes

was terrific but not appiicable to their current, classrooms we would all feel a
' 4

s

lot better. I know I woul'd.

28
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October 19, 1984
"TEACHER EDUCQILQN IN_TECHNOLOGY

R e Lot ey s el e e e e L =1 sy oy o - . 1

The overall'concluéfaﬁm-bi. fhé“~ba:kgr6und research of The
National Scxence Board Commission on Pre—Cgllege Education |

iﬁ Mathemat1cs Science and Technalogy, which I to-chaxred * //
with Wm. T. Colemén Was JAt a time when we would like ow
total populatnon to have some skills and unﬂerstandingﬁin
areas of mathematics, science and technulogy, we have been
nost sgcness&u;' in disc?uraging general interest and

achievement in these subjects.” Although' this Commission

‘was the only one to focus exclusively pn Mathematics, 3()

© Science  and Tncrnolooy._ comparablp conclu:ipns about all




’ -

'

subjecte, with mathematits'and science usually a particul ar

concern, were req;hed by all studies, including 'that "H \

\
Natien at RISK“’ the. report of the Department of Educatxon. '\\~:A
. N o | x R |
‘The National Science Board bommissibn reviewed ;avafraﬁle.., ;\\'
information’ 'lconcerning © student PartICi;atxon f “and . ::;ﬁ

achievement 'in mathematics, science and technnlnoy with
réépect to socioe;bnoﬁic,' racxalland gender factors,;with‘
re;pect .to the current and {utﬁre needs in  the .naﬁibn’s
‘workplace, | laboratories, military, | .classrooﬁs_ and
Boardroqﬁs,. and with respect t;_ the' achievemenf 6¥‘the
youth of other industrialized -nations. We aéfeed on, fhe
following new ob;ectxves, not currently bexng met, for our

W’educatzonal system, both fnrmal and 1nformal° ’

Voo . . -
. . . ¢ -~

.

Goals for Formal and Informal U.S. Education Systems . ’
o To continue to develop anﬁ_tn broaden the poolz of - . /{
students who are well preparéd and highly motivated for

advanced careers in mathematics, science and engineering;
- . . .o

) To widen the range of high-quality educational .

offerings in mathematiés, sciene and technology at all:

grade levels, so that more students would be better 1

prepared for and Rave grester options among technically
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oriented careers and professions; and

-

| ‘ . ‘ | . . ;
o To increase the general mathematics, science and

-

- tecMnology literacy of all citizens for life, work 'and full
12 ' ' n‘ :

eparticipation in the society of"thé future..

o - L 4
A . . . . ’ o

~

Discrepancies between needs and realities gfe usually

‘.
4 M [

described - as problems—-and ‘thus. the rush is o to find

" . proscribable: solutions. »Thglrus%'is good in that it points
aftgntion, energy and .money to these issyes. It is
dountef—productive-when;the éolutioﬁs described are partial
or. suPéFficial - and .wheh.}tﬁe effort stops short-term with -
simplistic- ;apéroaches. Thus <« the current ‘focus © on

'.tradit?on;aﬁgeasureaﬁle'ﬁctibns té “raise the slandards“wof
teacﬁers-‘aﬁd s&udents by increasing - course aﬁdlor
graduation requirements and to increase achié@ément by .
iﬁcreasing ’ “timé/ on task" 'is .guud - provided it  is
accompanied by in~depﬁhklbng-term work on improving. the
content'and the égocess of the learning 'And teaching that

occurs in this -time. ' .
: -

\

Great prqgress.state~by¥state has been dade just in the-
. " L. . . .
last twelve months to legislate more time in elementary and

secondary  curriculum for  schooling in general, and . 532
. . M !
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mathematics, §ciénce and technology in ﬁ_érticglar .and more ‘
stririgent requ.rements for bbth student and teacher

%

education have been too low.

“But” an"'overridiﬁg obstacle faced by those working to me..

education. Dur expectatins for ‘both -teacher and student

these improvements is a lack of coﬁcensus-éﬁd clarity abou.
what learning in mathematics, science and technology should
be promoted.

In fairness to all who have been laboring so hard in these

vineyards, the objectives of general scientific and
. . o , ‘ _

FEEE T

_ “technological literacy ad of éeekfng'falent within a total ©

bqpulation are newj; that the old ways cannot meet new

-

"mathematics and sc{ence and technofogy must move from'the

periphery of lgérning for all but a few to center stage for

¥
all”"%x, is a recent challenge.

"To this chalienge - a focus on all students - must be added

objectives should not be surprising. To say that

. addi tional critical new conditions for learning andh

teaching in mathemtics and science.

*Réport~Natinnal Science Board Commission - on Pre-College ™

Education in ﬁathematics, Science & Téchnolog?.

?
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o Skills énd“underStanding, not considered essential

for all citizens in an agricultural and’ industri al economy,

have become " essential for all in tpday’s post—iﬁduétr@al
Qorld.' Workers 6u5€ be pfqtecéeq against “jab rédundghty
and other changes in the workplacé by a basib.ff!eracy'that
assishs them to adapt and ehlargg their 'skilis as needed.
All recent educational reports and recomendtions are agreed

on this 'paoint. All recommended the eqiivalent of ‘“higher

order skills" for everyone. Iodéy‘s tecﬁnolbgist"fequires_

i

a general education including sciénce, - and scientists must

be able fo use technology We are no longer a society where

a Yarge sector of population ch@*count on Jjob specific

-

‘skills for a lifetime, or where ‘we  can be satisfied with

.the pool of télents available . in "elites" for our future

leadership. . - '

.0 Knowledge in science and developments' in technology are

-

expanding explosively; the mathematics negded‘to understand

them is changing and developing. .Thus changes must be

made, subject to ongoing review, in what should be

considered fundamental in the study of these subjects for

both' students, and teachers. The conference Board of

Mathematical Societies entitled their report for the NSB'
| ‘ ,

Commission (published in the second vol ume of the

Commi esion report)? "What . is still Fundnmnnta} in

34
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. Mathematics and What is Not?" Science has been presented and

- organized within 'our secondary curriculum as the beginn;ng
"of & pre-prqfe%sional sequence, rgther than as aﬁ integral
. part of a geperal education. In the elenen%arv school yﬁe
assumption (always wih notabIE'gxceptinns) is that theyé is
a cértain amount of factual material andjvocabﬁlany/to'be

"covered" rather than curiosity and habits of observation
o 1 / .
- #nd analysis developed. A fresh look at what -should be

considered "fundamental" = is required. Professional -

+

societies :qugh as AAAS, ACS, APS and NSTA have initiated
the necesary analyses in the study' of technology their

territories.

! ~“
L2

o The study of technélog¢’h?st be,fncluded'now with ~

the study of mathematice and scienfe. The practical and
) . X . ' ' @ . | .
the theoretical must be melded for all students, and in all

']

- L

subjects. _ %I*w

i

Technology must be thought of much more broady than
generally today. Sinée the dawn of human history, man has
e#tendeq, his physical and  mental capacities through
géchhologies. He has érgénized and control led resburés‘q#
the natural world to QQ work and make thiqgs. And yet the
study 64 this man;madg3wof1d, how and why it Qoﬁks, has ben 

neglected or misdirected in our national educational

objectives. ' 35




Technqlogy is-generallé iden;ified with "its artifacts and
miscast as a form of applied  science. As  such, it’ﬁés
appeared to liei at the periphery of the main body'o§
kqowredée\:considgréa to be the substanée of: a -gene}al
education. Not understanding, or simply_‘avoiding, the
depth and breadth of tgchnology{ the ma&—made wof}d{ moét
educational ﬁianners hve - been satisfied wifh églkingldﬁlylw

about Science. Although scientific principles have derived

largely fromfinnovatfqns in technology, they are taught,

'most commonly, as dissociated from their téchhological

. v '
context. Technology apbears as 'fragments of a course of

study or of vocational education for which there seems, as

yet, to be no whole. | | .

+ °
, | !
s ’ )

The emotional and intellectual barriers that have separated

!
technology from education and educators from technology

must be Qruken:down. As man is the creator of technolbgy,

5o the study of man will be illuminated by the study of his

Al Ly

" works. The sfudy' of man’s creative works will be enriched

by understanding of his technological_uorks--and vice versa.

4
?

Education has scarcely tapped . the resources of:

technology in at least five (5) areas:

B ’ | ) N 3 6

)




-‘as content for study

P JR— I

- as agent of change __

F'y R )
- as a ‘vehicle fnr.jntegrated learning

- as a commodfty_of'valﬁé - i : S

. - ... .= as a tool for teaching -

Content, is -perhaps the most neglected area: the studxmofwmﬁ.wamw
how and why the man-mde worid works. Through doing what ’

-technol ogy itéelf‘dbes s0 well-—opeﬁfhg minds and senses to

‘increased powers of perception--it should be ‘possible to
reach the imagination of phe general pub}ic at allzlevels'_

of' education, and for ali popul atons.

™~

- , ! . - '
Technology studies could include the study of how the blood

. : |
gets around the body, howlthe“subway system gets around New

- York, how electrons get around microchibs, how sound moves,

from the artist to the audIEnée., how design is perceived,
and how the microscope led to moleculor biology. There is //'

ample evidence that we have been stultifying chibdren's’éﬁd

teacher’s natural curiosity through making science too

“ - LY 4
elite and technology too common.

<«

NG .
?

"o There is much promise for improving education in.

-

- cognitive and behavioral science étudies .of how people

learn. Current resqqrch~1ndicat%r7 how . teachers can hulp ’




.

sttfudents build a marriége between their naive dnderstanding
~-how the world works and the body of knowledge and

analysis available through scholarly study. Teaching in

: fﬁese fields could be mﬁgb more effective by incorporating

(o g
[}

such Jundgfstandind. That the National Science Teachers
Association publishes volumes entitled, "What .Research Says
to the Science Teachers“, @s' in&icative of the help

teachers seek in current rgsarch. The Association of .

- Cognitive aﬁd Behavioral Sciences  contributed a valuable -

‘o

¢ N

summary of the current state of their art to the NSB
Commi ssion Report. The wunique value of "hands on*

learning, learning with and through Technology, Ei’”

reinforced by research in these fields. ’

. : \
o The availability of technological aids (computers,

videodi sk, telecommunications, and particularly,i

interactive combinations® of these) to enhance gnd

iacilit:te learning rs_-eséaléting ~day“ by day. Combined
with 'éé%rhings‘ from cagnitive science and from artificial . oo
intalliéenca," the§e technologies * can - lead to igarodi ' .
tgaching strateéies wnich:may be quite different.ffom fhose’
't?pically"used'ctoday. There is cenéain merit in learning
about ’and' through computers, but the potential for?

fuhdamental improveﬁéﬁt in'learning quality & to be sought

'-/ in learningl:}th comdutvrﬁ, - expans;on~_6ff the mind if you a




7
1 /

will. Can technological aids move us closer to anrequaﬁlq

opportunity for all children in thg/Jprimary school to

growth, .. to expansion of the mind if you .will? Can

technological aids move us closer to an equal npportunity‘

-

for all children in the primary school to growth, to

expansion of the mind? Some of us dearly hope so.

-
-

{

These new conditions mandate fundamental changes in whgt

and how: mathematics, science, technology, and how teachers

-

of these subjects are taught - formally and informally.
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It is a privilege to appear on behalf of the Public Education Associa--

‘tion before this qistinguished 6bmmission to discuss future directions 1 .
for institutions ofy%eacher education. PEA 1s a citizens group that has
observed New York City schools closely for almost 90 years. ; Our progran

takes us continually into the'city'slschool buildfhgs..<5£aff, as well as
. i - Il

e e

trustees and'volunteers with professional expertise and commitment have
been engaged for the last five years in investiggtions and interactive
research regarding high schools, junior hlgh scﬁﬁols, cbmﬁunity education,
early childhood programs and special education. They'have written and
testitf led about our {Indings, most notgbly'the exemplary success of programs
whore professional pursdit of new roléé and flexible, humane approaches to

-

working with youngsters facilitate learning for students of diverse needs.

pd
-Everyone 1s agreed today that there must be more such professionals in -
order for educational improvement to occur on the broad scale demanded by .
society, and that this means invigorating the teaching profession as a gholél
s

The widely publicized problems in bringing this about include making the . °

y =T
v .
¥




Bk

profession more attractive to talented individuals, retaining such

people; and preparingthem for the requirements of a changing, increESingly

sy

demanding job. There are differences in viewpoint as to the roles of. = ‘\
different institutiong in solving tﬁese problems. PEA 1s convinced that
'whilejmany factors must ve ngonght to bear, inc}néing ptompt inprovement in
| profeesionai sBalary levels, partichlarLy ag%the beginning levels, srhools
B of higher education have a crucial role to play. However, they must:make
dramatic changes in approach toztheir job in order to play this eseential o
role, L ¢ B
Schools of higher edueation”-- and I deliberately do not confine these
remarks to teacher\training institutions -- have unique capacities “to influence
the reshaping of teaghing ana the regard in whicn it is held by the eommunity. .
They can, first of all, and perhaps~singie-handedly, addvto the‘teéChiné
career scme of that panache whose absence discourages mégy,exqellenﬁ
candidates.
The legal and medical profe;;;ens, go often compared to teaching in a
way that idealizes the former, draw much of their prestige ftom assnciation f .
with the law and nedical schools of distinguished universities. Society's.
low regara for teachers, where it exists,“is foteshadowed by.the laek of
interest and éupport for this nrofessinn among tne pubiish—or;perish
intellectuals in university liberal arts ani otner departments who denigrate
teacher education and isolate tnegeelves from cqllaborétion with edueation
departments and schools. No gne who'has studied the ugﬁfnt literature about
good teaching can fail to appreciate the subtlety, complexity and sophistica-
tion of this calling or the intelleetual challenge of new research through

which we are beginning to understand what distinguishes excellent from

undistinguished schooling. University interest and dppreciation for




. | \}

\ ¥
the discipk%ne, and support for thé.edUCQtiUn of its schq;ars and

practition 's, JH fully appropriate, as well as necessary to glve teaching

: the prestige which will attract the ambitiéus and talented.

Universities and 1liberal arts colleges can help education departments
and schools add another dimension needed to generate regard for this
profession: a rigorous and respect-worthy pre-service curriculum. SinCe

the.days when I stugied education in the summer to avoid the program in my

- 1iberal arts school, teaching courses have been regarded by students as

boring and irrelevantwto'preparation fer careers. At the same time,
teachet colleges and education departments have been disrespected for the
academic parts of‘theirgcurricula. Universities must help improve the
liberal‘arte gomponents'ot the Bequence for undergraduate and graduate
oeduc.ation degfeea as well-as their(own education courses, not only to

:ovide better preparation for teachers but to help restore the teaching

. profession to, respect.

Schools of higher.educatien have another crucial role in direct recruit-
ment of future teachere. Much has been made of the difficulty ef enticing
able ﬁigh school and college graduates into education degree programs;
aomewhat less hasbbeen made of the need to assure sthat thoee wiio apply are

appropriately inspired.' Studies show that far too many young people undertake

teaching careers for financial or other reasons without appreciating the

e PO

'pxofession's special demands for sensitivity, imagination and commitment.

Yet those who stay in the profession love teaching. James Comer has sug-.

gested that part of the solution is to iIntroduce teacher degree candidates

" to in=school practice early in their training and gradually weed out from

cont inued education the  for whom teaching would actually have little appeal.
A ruthless screening procedure 1s certainly not what he has In mind. It is
very fmportant to avoid entry barriers which could discriminate against

-




against candidates whose self-awareness or potential 1s not evident at the.

early stages of a college career. It 1s appropriate, however, for colleges,

3 L S,

which are the institutions in which gsound career choices become both urgent

and feasible, to make the wecruitment of candidates who would flourish in

feacﬁlng a major part of‘their mi;sion, for éhe dual benefit of thelir
students and sociéty. | | )
Ultimately, the mosf important responsibility of the higher educatien
system must be the preparation and development éf teachers and adminiétratofé N
skilled in Qeeting the ﬁeeds of today's schools. While tliis should perhaps’ -
be obvious, it 1s, as you know, a gremise thét is édrrently called into‘
question., Doubts about the rigor and rélevancetof.contemporary teacher .
education have led some to suggest.that the pre-service trainihg for teachers
should substantially diminish and that post-graduate credits required £ or
certification and-éalary increments should be provided solely through
in-service training érovided in-elementary and secondary schools. Moves in
New Jersey to cut certification requirements, the‘éurtailment that has
already taken place in.California and the forthcomi;g'review of certificé- //)
tion ‘standards by New Yotk Staté; New Yerk City's emergency measure to' - |
hire new teachers wit.. only liberal ‘arts degrees; the strong s;pport, which
1 must say we share §t PEA, foL first-year internships supervised by master
teachers, as well és excellent staff development efforts in hiéhly regarded‘
union-run teacher centers and by innovators in’ our own City's Board of
Education, fuel this nascent initiative. |
Thefe is another perspective,.ﬁowevef, which we share. S
.Qe‘believe that ‘quite apart from tﬁe issues of repute and professionalism

already discussed, there would be serious loss in any approach to teacher ‘pre-

paration which weakened rather than revitalized the role of higher education.

.

-ty

43




J 0
L@

There 1s, to hegin with, a practical economic consideration. Anidst wide

.

agreement that new demands on the teaching profession esll for major staff
development beyond normal professional renewal needs, there hasﬂbeen little
financial commitme. :, in our state at 1east, to costiy staff development
programs. At the,same time, well warranted demands for dramatically im-

proved teaching salar}es, higher staff student ratios. new programs in

language, computers, the sciences and so on, make it doubtful that enough
. . ‘ . ’

. . B
such mdney will ever be available. Faced with the prospect of a 40% teacher

turnover in the next decade, it seens more than reasonable to institute as
/ —

-much staff development as possible when it would be most timely and cost

&

the state nothing in new money, namely at the’college and gradpate level
where student and state-supported tuition bear the program costs,

There are equally persuasive programmatic reasons for making higher

education the finchpin of staff'development strategies. Valuable as in-

service training by master teachers can be, colleague-mentored experience

cannot be expected to meet all of today's need; for professional education
in the teachipg craft. Teaching to today's expectations requires insight
into an expanding body of knowledge abouc human development and cognitive
characteristics, the skills and strategies for responding to diverse in-‘
tellectual, emotional. cultural and linguistic needs, and “bility to

v

use a wealth of personal and technical resources available'to support teaching'

"aﬁd“iearning. It also requires the ability to employ exgeational inter-

personal skills in working with students, colleagues and conmunity. Even

the "born" teacher, if there 1is one, cap profit from background and orienta-

o

tlon before being plunged into class the first time. TFor the aVerege indi-
vidual with teaching potential, and, one nay'add for his/her students, high
quality, relevant preparation may be the difference betyeen a passahle first-
year experilence and near-disaster.
’
| - 44
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_Ideally, pre-service training shoulld lay -the foundation for a suppor-

tive first-year experience. Currently, we know, it can be a very delicate

'matten to engage school staff 1in supportiwe actiyities either with their
superiors or their peers. Listening, somet imes, o the reports'of how °'
teacliers are beguiled into accepting agsistance they later applaud, I am * ~ +
reminded of my'shy baby brother who had to be lured into his grandmother's
house by following a row of brightly colored-buttons laid from the street,

'where he began his approach across the sidewalk up the front steps, and
into the foyer.” Many current teachers were not prepared 1in their earlier:;,
.training ‘for the notion of a collaborative learning process. Neither were

«*

they prepaied for a job that society's commitment to educating all children

.

now insists g0 beyond successful work with those ready to learn.

!
A

Pre-service education should cultivate a philosophy that this 1s the

mission of public education, and recruit and prepare students to relish‘the

L 4

" challenge it will afford.
: ‘

“1f this.is to be their n&ssion, most universities and schools of L
enucation will have to change their proérams for futyre and current teachers.
Some of~these changes must he‘in the content, some in the mode of conducting
their programs. . | | |

First and foremost is the need mentioned before to enrich the academic.
components. In making this recommendation, we Specifically-avoid beconing
involved in certain structural 4uestions which have been raised lately..

We do not think it necessary to decide, for example, whether teacher education
\phould'occqr exclusively at post-graduate levels or when, if it is part of the
. _ ) _ | g

undergraduate curﬁiculum, the education courses should begin. There may

be advantages both in drawing the teaching staff from liberal arts gradnates o

’ with post-graduate educat ion training and ln deferring undergraduate tcaching
courses until after the liberal arts sequence is thoroughly integrated.
There maijalso be advantages, however, in a very early introduction to the

¢ lassroom which Pegins to- familiarize recruits with the issues and rtintorces

L | - 45
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or deters commitment to the career. In any case, it is ‘of utmost
importanCe that teacher training reform not become the occasion to create
an elite pool of eligibles for preparation or service. The intelligence,

energy,’ human warmth and interpersonal relations needed in a good teacher

R
. exist “no less among people who must move quickly toward careers in order
to support themsélves than among those “who can afford to wait-until after~/ ‘
post-graduate study. : C L . : f
T ’ . «

The higher education system, including but not limited to teacher' /
training institutions, must take as its mission the preparation of teachers
who have a deepfeeling for the liberal arts and the history and sociol gy

' _ of American life, That can- be done through collaborations which ident fy and

; _provide excellent liberal arts courses to future education profession?ﬁs at

any stage of their qchooling. Adding years to the pre-service curriculum may be

—c

a dangerous quantitative approach to a qualitative problem.

‘. B » . \ i - . /

The second critical task of -teacher training and related institi.:ions
is to revamp théir professional training curricula. Understanding.pf what
Nl : :

) ‘. teachers and other professionals can do to facilitete.successful l?arning
RN for the full popnletion'or_urban public school &oungstera has bee /advanced
by research anQ/experfEncefto accommodate new insights into prof ssional’
. competencies/gnd training needs. iIn the Metropolitanlsnrvey of‘]he American

[\

Teacher, a/najor‘ty of teachers are reported not to believe that the training
and preparation received today preparea teachers for the clasayoom. James

Comer reports a study in which 414 of a group of school administrators felt

\

their pre-service administrative training had not helped_theq acquire the

-

interpersonal skills needed to do their jobs. In PEA's own/&esearcheé,ywe

have observed the difference in school and teacher effectiVEness when staff are
involved in participatory skill development strategies thnt enhance their
abilities tofrespond individually nnd_differentially to students"personal needs

. _7_
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and learning sylés. | ' : ) _ '

Mary Ellen Pahs, preéident of PEA; participant 1n an interactive
vresearch program on stress in a New York inner city_juniof high school,

* and a docforal student in psychology, made a statement hefore the Confederétea
Organiﬁations_fof Téacher ﬁducation last spring ﬂattached to this festimony)
which suggésts speéific innbvgtions in course content and'methodo;éng |
I need only éake‘somé.generalizatians.

A more reaponsiﬁe teacher education‘program'would develop and buiid.
on g;oser acqﬁaintange and rel?tionships with local %chools. These would -+
\: - ;_ be_used to devisexa'pre;serV1ce éufriculum very subgtanflally gxperiential.
= in character whiéh addressed not énly general deVelopmentaI an& cognitive | -
issues and strategiles but_the"séecific kinés_of problém thgt'posed barrie;é

».
to successful ledrning in the surrounding environment. Students would be

: . ' )
. prepared to understand and look forward to working with the students they
might encounter. They would be familiarized with relevant }esegrch and
- successful experience in addressing, similar groups of youngsters. They'

would observe and test strategies and resources for working with them, their

’
communities and resource personnel in the schools. |

The value in helping;éfudents by working with their parents, something
many teachers acfively resist, ﬁould be so thoroughly explored in pre-service

training that. it became a atock-in-trade for schoal professionals.

} o -

' The teacher educaticn curriculum would emphasize the personal relation-

ships necessary to engage students' interest and commitment "and foster a

& ) o
wvarm and eupportive learning climate, as well as teaching techniques addresscd
. ]

/
H

specifically to academic needs. The academic emph#sis would go beyohd the .
Baaid skills to stress'cognitIVe-and problemnsoxythg skills.
We know through Triple T and other performanﬁe—based programs that this

. kind of pre-service teacher prepagation is regarded by providers and




beneficiaries as feasible, gratifying and effective. John Goodlad and
othera have suggested that higher education could play an equally formative
" role in the refinement of tcaching skills,'providing post-graduate credits to
moderatcly experienced teachers, His recommepdation that universities
participate in the creation of lab schools’ that work with skilled teatners
in exploring and evaluating new educational innovations is no less provoca-
, tive. University involvement at this level would engage'educetion scholars
and decicated teechers in collaborative proBlem—eolviné efforts at the
school level: surely the best way both to sharpen, teacher capacities’and'
inform educationéliresearch. | o
Many have commented on the need for collaboration in the job of
educational improvement. In this collaboration, the academic community has
a.central role to play. To meetlthe"challenge, it must move“from the'ivory
'tower'into the schools: Adherring to rigorous researcn standards, it muet
use the school experience “to inform ‘both inquiries and outcomes, while
working interactively so that findings influence practice. This will help‘
invigorate the teaching profession and foster models for broader educational

L4
reform,
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Paper freaented by Mary Ellen Fahs, President of the Puflic Education Assotiation
at the Annual Conference of the Confederated Organizations for Teacher Education

April 26, 1984, Syracuse, N.Y. : . . \\\\

.
e

As the Chairpersons of this conference have indicated, the spate of recent

national reportd present a challenge to the education establlshment Even o
more challenging, however, are the 1mplicatlons of the education reform bill

»

passed last July in California. This bill which goes into effect in September,

-

1985, presents the real possibility that schools of education could be totally

by-passed in the preparation of teachers in California. Clear}ly, a response is "

necessary.

' Through our role'as'gitiZen monitors of the public school system and our

i % i o )
work in the schools, we are convinced that the ‘education of children, the

A

satisfaction of teachers, the recruitment into and retent{on of talented

people in the profession.cf teachers--and the ‘very survival of teacher

A .-
“ 2

preparation institutlons--w111 be enhanced By revisions in both the currlculum
and methodology of teacher education, WQ nave strong feellngs that those who

have equated excellence with higher standards. in academic subjectc alone are

missing the ﬁﬁat in nqt¢realizing the relevance. of the'affective aspects of

education, We believe that the. cllmate of the relationshlps between ‘students

and teachers, between teachers and_supervisors ~and between school, famlly and

community is crucial to the overall educational missicn of our schools,
. k . -
/ .
' L ) ¥ . N
The recommendations that I am going to make grow‘out of our ohservations

and research in alternative and traditional high schoolsjand in junior high
and intcrmediate schools. Some are not too different from proposalﬂ {in the
national studies, especially those of Coodlad (1984) and Sizer (1984). In the
most effective schoola wa have seen, we have observed that the roles of
teachers have been greatly expanded and diversified, We believe that the

]
education of children and the teaching profession itself would be much

ggsx (P s
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strengthened if all teachers were pPrepared to fill at least some of these new

roles,

What are these roles? IMirst, I would like to speak about the role of

- v
teachers as courselors. , While it may be controversial to say so, there has
i a o . K

been too great a tendency in this country to sepaqﬁte counseiingafrom
teaching. When I was in school, there were'no guidance counselor but I could
discuss anything I wanted to with my teachers. Since that time, we' ve gone‘
through a period in which guidance and counseling have become 1ncreasing1y
professionallzed; all counsellng is supposed to be dene by guidance
counselors., Now, unfortunately in most NYC schools, there-are no guidance
counselors and teachers are not'able, both for ..k of tralning and time, to
£fill this roler Thls is not the case in London, according to Rutter (Rut-ter

et al, 1979), where support'and guldance,are.supplied by ordinary teachers, at

. l : ‘
least for_children with the ordi ary run of problems. It is also not' the case

!

in a number of the alternative sdhools in New York City or at the junlor high

;o

school in Shoreham-Wading River where all the adults in the building serve

L4

also as counselors to a certain number of children. This'is not to say that
guidance counselors 33 not have a role. They are the ones to whom the more'
troubled students should be referred; anh they should give support and advice
to tlassroom teachers.

. Why is counseling so important? From our research we have ‘found that the
main reasons that adolescents leave high school, even the elternative high
schools, are that they are afraid of and/ or are noc getting along well: w1th
their peers, that the school is an uncaring place and that the academic¢ work
is irrelevant to them. We have found in our Project on stress in a junior high

school that the niost stressful aspects of school relate to poor peer relations

and the posgibility of academic failure, Adolescents need help in managing

. ok
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"schooly students at all age leves need thé emotional sﬁppqrt that comes from'

their peer re.ationships and thinking about the relevance of their school work

to their future iife roles; they need guidance and support=-~-often several

5

times a day, not just by appointment with ﬁhe guidance counselor once or twice

'q §ear. while this need is pérhaps most sﬁriking in our junior and senior high

i

more human bonds with their teachers.

1 recommend therefore that counseling become a mandatory requirement in

all teachers' courses of study. All teachers need to learn to engage in

"diélogueéléhat réach beyogd Ehé'formality of roles and foster cfi::ivé hupan'
\relatiqnships“ (Foley & C:ull,.l984).-'To stzengtﬁen this ability énd make it
appropriate‘to :tudenté at each level of the school system, all schoéls of,
education should offer courses in the whole séectrum of'Child develbpment.
Most offet‘coursgs:in‘early childhood; but many, includipg the preétigious
school where I am a doctorai candidate, will need to add courses in adélescent
development, Finally, I urge that all teachers have the opp;;tunity to learn:
how to conduct both formal aﬁd informal group guidance or sogial |
problem=-solving sessiﬁns for use within the context of official class periodsl
or during emergencies in'subject matter classes when poor peer relations
suddenly disrupt the learning process. I know of several such programs being
tried experimentally in schools by the Psycholégﬁ 6epartments of the
Universigy of Rochester, the University of Connecticut; Rutéers Univeréity and
the University of of Nebraska. Training in these skills needs to move into thé
tcacher;ehucation departments so that they become part of every teacher's
reporio;re. (Needlesg to say these skills_could even help th adults in |
 schools get along better with cach other).
Another, perhapsAeVen more controversial, role which teachers nced to be

i

prepared to fill, if only on a rotating bhasis, is that of a participating
‘:9\‘9 i S oty
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‘member of the school's management team., The destructive "we4they" dicotdmy
between toachers and supégvisors wust be replaced by a new kind of teamwork;
supervisors and teachers need to learn hqﬁ to share responsibility with each

- other. Our studies of alternative schools identified teacher participation in

i
- {

- school;management, planning and curriculum development as essential elements

- of a support structure which fosteﬁe% academic excellence (Foley &

. McConnaughy, 1983). Teachers were cextremely enthusdiastic about this role;

t

among other things because it allowed them to gvow professionally. In our

junior thigh school project on stress, teachers have felt empowered and

professibnafly enriched by their pqxtibipauion in the planning and

\

implementation of the research.. :

I'recommeﬂd, therefore, that schools of educationlaéd.to thci; curricula
courses that oxplore égw_school management configurgtions,\such as those
existiﬁg in some of~£he'a;ternative school as well as possible adaptations of
the Japanesé ménagement model. Opéortugities also need to he made available

:,so that school staffs can learn how to work as a team on neceds assessments and

-

how to develop the ‘mechanisms for setting education&% priorities in
cooperation with parents and students,‘where“approprite. I -

8 At the same time that teachers-and sﬁperVisors begin to share
reaponsibility with each otheér, they also need to learn tc share
responsibility with their students. Goodlad (1984)‘in his recent study found

;‘tﬂaf a majority of class time is marked by passive rather than active modes of

.,4‘ ¢ learning with teachers doing most of the talkiné. Teachers need to allow and

”&Benéouxaée students to take a more éctive role in their own learning. Rufter
and‘ IgﬁEolleaguesr(Rutter at al,,1979) found that whére students were given

. {j .

more responsibility for their academic and social behavior, school climate was

)
¢

better, there were fewer discipline problems, and achievement was up. Training

92
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for teachers in group guidance and social problem-solving as well as

established, but little used, educational practices such as peer tutoring} Peer -

counseling, and studenq~self-mahagement should therefore find its way into the

'

curricula. of teacher preparation institutions. 6?\_

-

§ A third major role for teachers is that of facilitator for engaging

parents in the educ,;ien‘éf/zgg;r children. ‘. Children have always learned best
when teachers were suppOrted, if not actively helped, by pa;ents. Way; ﬁﬁst be
fpun§ to help teachers help parent§ feel more comfortable in schoois so that °
the concgrn_that parents feel for their children's eduﬁation may be utilized.
in a more active partnership between home and school. In addition, peachers‘
. / ~ |

and other school staff need hefp'in learning how to use -the many resdurces of
the commqnity--ofher agencies concerned with the health and welfare of
children as well as local business and in@ustries~4so that the often too
limited resources of thg schools are expanded to mee£'the needs of their
students, ' ‘ .

J S
Once again I'Lecommend that strategies relating to the involvement of

i

parents and. the usq of community resources, developed in cooperation with

parents and other citizens, should‘be incorporated into relevant areas of the

curriculum.

- We have discussed a number of issues that we feel Bhould be considered

as the content of teacher education curricula is’revised.'I would like '

'now to mention a few considerations relating to the practice qr‘methodlogy of i
R teacher .education. I wo;ld like to submit that mdst of the teachers who were

'obser;ed by Goodlad ‘as lecturing ;t studentggtoo much probably came by that

particular metholodogy very naturally and honestly--ié was the way that they

were taught -themselves. We can't expect teachers to stop talking and

encourage their students to engage in dialogue and initiate learning for

i
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opportunities.' I therefore urge that teacherttraining institutions get away

from the largely exclusive use of the lecture method themselves and develop
courses that encourage dialogue, role playing and student initiative as well

as the acquisition of communication/interpersonal relationship tkills so

~important_ to active learning/teaching situations. One such program has been

ploneered at Eastern Michigan University (Thayer, 1981).
Secondly, I would like to urge that professors from the schools of -
education go into the stchools, not just for visits and supervision of student

teachers, but to engage in projeets in which they will be involved in the

dailf efforts of students, teachers and administrators-~I urge that they do

th}s\so that.they.ﬁay bring their expertise to practitioners who are often
N\, . . )

N
isolated and in need of encouraggment and so that they can test their theories

"

in the cruéible of reality. 'As,Thomae James, former President of the Spencer

Foundation has said (James, 1982), educational research can provide the most

' effective single method of strengthening our schools., I would;particularly

agreé with him if that research was of the interactive kind which actively

N

involved university people with practitioners at the' school s;te. Such an
example is the PEA pro;ect on school stress which is directed by Joseph ;
Grannig of Teachers College and involves several graduate studente as well.

Thirdly, I urge that teaﬂhers who have been struggling with the: day to
day issues oE teaching be invited back to the univérsity if“only as adjunct

L Y

professors to shai e their very practical expertise with téachers in traininge

.! & .
Fourth, I would like to recommend that from now on teachers and other . o ]
practitioners be actively engaged in any curriculum reform and development .o

that takes place in the teacher treining institutions. One of the biggest
omissions in the spate of national reports js the perspective and expertise of

teachers--everyone %F talking about teacHers andfteaehing--but where is the

4
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voice of the teachers themselves?
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Finally, I would like to elaborate on a point that my colleaue has made

a

earlier, ASs we look to better coordination between all the members of school

staffs, baetween regular and special education, between counseling and

R ¢
‘ Y

teaghiﬁgb between home and school and community, I would like to recommend *\
mora coordination and cooperation between the various departments within
teacher education institutions themselves. Lack of communication and

‘ understanding between teacherq of regular and specdial educatlon, of guidance

o

and instruction, of those who ave child-centered and those who are

»
T -

content-centerad, does not begin in the clementary and secondary schools, it
begins in our colleges and universitigs,
I subnmit these recommendatibns to you as someone who has observed the

heroic and too aften unsupported efforts of teachers who Are trying to do a

good job for children; I submit them ag a representative of the Eitizenry of

4
3

New York City whlch,‘s concerned about the qualltj of our pub”ic bPhOOla, and I

e

submlt them as a doctoral student myself who would like the oppertunity to get

_——""the training I feel that I need to grow as a professional. v
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NATTIONAL COMMISSION ON EXCELLENCE IN TEACHER EDUCATION
NEW YORK UNIVERSITY °
October 19, 1984

On behalf of Dr. Robert R. Spillane, Superintendent of the Boston Public
Schools, I want to thank you for your invitation to participate in the Learnings -
on Excellence in Teaching and Teacher Education. -Public elementary and secondary
schools which are'the principal employer for your graduates have a vested interedt
in these deliberations; therefore, we feel that it is appropriate that representa-

tives of public school systems play more than a secondary or passive role.

I want to open my statement with a request or plea and a critical recommbnda—
tion. First, I urge you fo re-examine the reports on the state of public educa-

tion and shift through the emotion ladder claims of a human tragedy of national

proportion or a totalvwaste land, to examine again schools that work, and teachers

who are providing effective instruction. I think that we have either ignored the

significang lessons that must be learned from these schools, principals. and teachers,

or the data gathered was not thorough enough. -Second, I think that we must "develop

a new relationship between university teacher trainers and elementary and secondary

school staff development people. Both groups tend to view the other with‘jaundice' e

‘eyes, and this condition cannot continue, if we are to achieve excellence in teaching.

v

At the risk of straying from the commission's charge and my assignment, I must
share an observation that I hope will propide a frame of reference for my comments
and recommendations. If I have read the commission's charge correctly, the focus
is on pre-service training, but for administrators in large urbamn school systems
like Boston, the most pressing concern is how to stimulate, support, and re-energize

its existing, veteran staff. Let me take a minute to'describe our situation.

Beginning in the early 1970's, the direction ‘'of the Boston Pubiic Schools was
changed dramatirally by new state and federal mandates and court orders. e had
implement a desegregation order ‘that required a magsive re-assignment of both (::::nts
and teachers.' We were also directed to incn'ase our services to Bilingual, Special
Needs, and Handicapped childr&n. Boston is a major entry port for individuals .who
are seeking a new life in America, so that we serve more than twelve major language
groups. During the period, there was a major exodus of students, mainly white and
middle-class so that the minority became the majority, ani their one common bond
was their low socio-economic status. The City and School Department budgets which
were hampered by proposition 2}, a major tax reformlinitiative, which pus limite

on the cities tax sources. To meet thim situation, the School Department was forced
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to make several major reductions in its teaching force, and our collective

bargaining units forced us to use "seniority' on the sole determination.

Today, Boston has an older and more experienced group of teachers and the

" vast majorlity of them will be ‘with us through the mid-to-late 1990's. I v

* -must add that the system is committed to avoiding further lay-offs and
to giving laid-off teachers priority for future vacancies. ‘The point is,
that we will have fewer opportunities to hire new and less experienced teachers
in the foreseeable future. While we share your concern for improving pref
.service. training.and attracting.the brightest young people, we have the equally
important, and certainly more immediate need to improve the skills and working

conditipns for our current staff.

The present profile for Boston teachers looke liﬂe the following: new teachers
and those at the bottom of the ladder, and on’ the’cutting edge for any future. |
_reduction in force, have at least thirteen years' experience. At ‘the other end of

| the age spand, most of our teachers are ten or more years away from retirement.

In terms of preparation, more than 60 percent have an advanced degree and additional

hours of graduate study so that they are near or at the top of the salary schedule.

As the profile has changed, so have the’ general public and system's expectations

~and this leads to my next point.

A second, point which needs examination is the changing roles andlexpectationp
for public school teachers because they have serious implications for both pre~ and
in-service training programs. By June, 1955, the Boston Public Schools will have
developed and introduced new and more demanding curricula in every subject area, a °
rew testing program which gives teachers more information (both in quality and
quantities) on their students, and a promotion policy which set uniformed standards
across the city., But let me point also that major portions of our energy and
resources are captured by non-instructional tasks. The Boston School Department
operates the second 1argest transportation system in the City, serves more break~

) faste and lunches than any other_public or private institution or agency, maintains
a major health service for the inoculation of children and preventive medicine,
enrolls one quarter of the State's bilingual students, and:while the litany could

«

be continued, the WOiﬂt is that public schools have been asked to assume many new

roles, without adequate support, and most of these are not covered in the ‘traditional

teacher training programs.
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Today's teachers, particularly those in the larger and older metropolitan
areas, must be prepared to work/yith a growing population of under—achievers.
increasing numbers of studen;s. who have severe emotional. and other learning

problems, students who need/to be mainstreamed from.Bilingual. Special Education,

L

and handicapped programs. /And, given the racial and ethnic diversity of our city
and schools, we must have teachers who bring both skills and empathy to our

.students.

The challenge of the school reports is being‘addressed by the Commonwealth
of Massachusetts and City of Boston. Let me begin with the state and a major -
legislative initiative, if enacted, could provide much needed leadership and
tangible support for local school districts.. ‘House Bill 5704 was developed by
the Joint House and Senate Education Committee with the close support and involve-
ment of the Governor. For the purpose of today's statement, I will limit my A
comments to ..e section on Professional Development and the recommendations for
pre-service traihing. First, the legislation would change the State s certifica—

tion‘to place greater emphasis on preparation in an academic¢ area for secondary

teachers, and to a smaller degree for elementary teachers. The sponsors want
teachers to have greater in-depth knowledge of their subject area and ‘spend less
time in methods and other fuzzy education courses. Second. teachers candidate
would have to pass a pre~professional test in communication and language skills. «
I think the sponsors' concerns are obvious on this point. Third. the legislation.
would require more and longer periods for observation. practice-teaching, and \
other direct involvement in real schools and classrooms. This could require .
students to work in schools as early as their sophomore year. THe sponsors |
want the practicum redesigned so that student teachers work in very confrolled

and closely supported situations under the guidance of real master teachers.

Fourth, the legislation would redesign the provisional period for new teachers,

s0*that during their first two years, they would teach a half to three-quarter

logd and participate in a mandatory seminar on lecturing and methods. anh
district would then establish three-member evaluation teams to assess the
provisional teachers' work over the two years and make a recommendation to
the Superintendent requiring a permanent appointment, continued provisional
status or termination. The spdnsors want to close the gap between theory °
(the pre-service experiencé} and practice (teaching real children in a glassroom).

and they are dissatisfied with the lack of support that school departments glve

their new teachers.
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As a member of the Professional Dev;lopmenthub ~Committee, I want to know
most of our time was focueed on how to nurture and keep good teachers once they
have been recruited. trained, and placed. ‘T think that we are attempting to ‘address

this concern in Boston. 50 let me move to a more- detailed report on the Boston Publie’

¢

Schools. . . . . .

The arrival of Dr. Robert R. Spillane in 1981, as the'Superintendent. marked the
beginning of a major effort to revamp and revitaliae the '‘Boston Public Schools. No
program, office, school, or employea was omitted nor ignored. The School Effective
Literature developed by the late Ron Edmondg provided the philosophy and strategy.

We believe that all children can‘learn, and we expect -all children to be tauéht;
We have high standards, makeldemands.on our students, and hold them and ourselves
. accountable for their results. As I indicated in my introductory statement, we have-

dividéd nearly all of our efforts to our existing staff, both principals and teachers.

We are fortun~le to be located in an area that has a large number of first-rate
colleges and universities, and we have formal relationships with approximately twenty—.

eight(ZB) institutions of higher education. Let me hasten to add that relationships

between the schoolfdepartment and highex education “Institut¥ons required a mew =

¢+ definition which stressed a peer-relationship between co-equal parties. To be specific -
we have to establiah 2 new climate of mutual respect and appreciation (i.e.; we could

-? Yearn valuable ‘things’ from each other); to develop new channels of communication. (i e,

holdiné meetings in schools as well as on campuses); and to develop shared experiences’
that would foster a common vocabulary that would ensure that we were describing similar
situations in the same mannerrand that we shared the same understanding for .cur termi-
nology. The traditional student teacher arrangements continue, and Boston teachers
still take courses after school and during the summer at the area colleges. but given“
the number of experienced teachers and the systen's new and growing list of needs,

..we needed to deve]op new programs. The process involved the collaboration of the
School Department and Universities to create special assignuents for individual
university personnel, and/or departments and the planning, .teaching, and evaluation

~ were carried but oy teams of school teachers and university faculty working as peers.

There has been an effective blend of theory and practice.

An important, and not to be overlooked outcome of ‘the experience, was the
identification of '"Master Teachers" .ose valuable experiences and in-sights to
contribute to the universities and teachers in training. I think that we all
recognize that isolation in the classroom and school is a major problem for our
profession. surther. we lack the process that encourages and aupports teachers to

share their effective practices, and contribute to the professional information bank.




‘tools - these topics, which veteran teachers feel are important, raise interesting

Boston has attcmpted to address these issues through the creation of a new
central office unit called the Institute for Professional Development. The
Institute s charge is to develop a comprehensive.and coordinated in-service
program for the Boston Public Schools' professional staff. As the first manager
of the Institute. I was struck by the most requested topics for training by teachers - o
classroom management, reading in the content area, writing across the curriculum,

holistic scoring, learning styles and cognitive mapping, computers as instructional

questions about what is or should be offered in pre-service programs, My point is
that a thoughtful review of injservice ﬂrogfams could provide important indicators

of information. on topics that should be covered in pre-service programs.

-

The Boston Public Schools.and the Boston Area_Colleges and Universities

" have developed several interesting programs that could be replicated in other ~ ) -

: communities.' - _ . |

1

The Boston Public Schools and University of Massachusetts/Amherst have A‘J

_sponsored a special graduate degree-granting program which encourages teams of

teachers and administrators from the same school to develop school improvement

- plans which build on their graduate studies. The Boston Secondary Schools Project

(BSSP), which is nearly ten years old. involves 150 Boston teachers from more than

twenty-five schools or oné-fifth of the system. The BSSP faculty includes both

Boston personnel and universfty faculty.

The Boston Public Schools and the School of Education of Boston University
are seeking funds to support a program that involves researchers (un*xersity faculty).
documentavors and teachers in training (graduate students). and practicioner (elemen-
tary and secondary school teachers) is a study of models of teaching - i. e.. building
c¢n the work of Bruce Joyce and Beverly Showers. Teams of researchers, documentors,
and practicioners will engage in observations and discussions of various instructional
strategies. their philosophical base and impact on children. We hope the findings

will help us to train other teachers to be more effective in their classes.

The Boston Public Schools has made a major effort to idéntify teachers who have
proven records of effectiveness and to encourage and support their efforts to share
their experienchs with other teachers. In February, l984.nBoston established the
IMPACT 11 Teacher Networking Program which offers modest grants to teachers to
(1) develop their ideas; (2) document an effective>practice. and (3) to adopt and
adapt nn-effective'program to their classroom. 'bur program is based upon a model
developed by the New York City Public Schools. Its key features are teachers
teaching teachers, peer review‘(or teachers evaluating the work of other teachers




and making valuz judgments), and it is very low cost.

L]

Let me .also mention that we have found support for our training cfforts from
area corporations and foundations, in addition to universities and cultural
institutions. The Bank of New England has established a teacher fellowship
program to acknowledge teachers with leadership ability and these teachers
are given additional tiuining in a summer institute which involves a consortium
of area colleges and universities. The Bank of Boston and Fund for the Permanent
Charities have established a 1 5 million dollar endowment fund to support school

improvement programs that are developed by school—based teams,.i.e. teachers,

parents. and administrators. Our experience indicates that support for pre-
and in-service training will be provided by external agencies if they see a well

developed plan and are asked to participate.

Let me close with five points or recommendations:

First - In your efforts to improve pre—serviceAtraining programs, please include

public school development people, their insights can be very helpful.
.Second - Look at socme of the new training models that ‘have been developed by
public schools and corporations. The Pittsburgh. PA's Schenley

High School Teaeher Center is a bold and dramatic effort to reshape

an entire school system. ' '
Third - We must close the gap between research and practice' new telationships
must be developed to establish material respect. creditability, and

'effective communications.

Fourth - We need to examine the school effectiveness literature and consider its

implications for both pre- and in-service training.

Fifth - We must look at the experience of other professions-to determine how they

provide continuous evaluation of this training.

Thank you for giving me this opportunity to participate in this very important

study. Our future depends in large measure on the final product that is produced

by the Commission.
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Dramatic language has been used to title and describe the major studies
in education during the past couple of years - crisis, risk excellence. The
logical follow—up 1s*that dramatic actions must take place to move ou%

eduqational programs into the let century. It is an tremendous responsibility

. to accépt that teacher preparation 1h-tﬁe next 10 years will provide the base

for prdfessional—eduéation services to be delivergd in tﬁe‘period 1990-2020.

It is not my intent to chronicle the major movements ;nd recommendations
made ;ecéntly put to say that ‘our College of Education at the University of
Maine in Orono tackled the preparation dilemma just prior to the natiofial move-
ment and has been‘steadily shaping a different undergraduate experience. It is

my intent to share our experiences with you on just one portion of this program -

the cliuical segment, a segment we have been implementirg for a couple of years.

As background, is‘is important to know that this segment is part df an
over%}l-program blueprint by faculty, clﬁssroom teachers, and administrators
which also addresses.components such as the liberal arts, basic instructional
skills,'evaluation etc. The clinical-ﬁortion thét I'would like to dgscribe
will be'explained in three sections: a) prepardtion phase, b) clinical plan

and ¢) current status.

Preparation Phase

A genuine partnership formed between profgssional schools and publiec school

personnel is crucial, vaiously this is not a unique idea but it is one major

t

hurdle that has to beAconstantly overcome long before students are placed in
the field. We have been sensitive to resistance from the public sector for any
collaboratiﬁn with universities, This group hash£een smarting from charges

of ineptitude and we at the university.level have been guilty of lackadaisical;

attention to the manner in which we send students into the field and the

casualness by which we monitor them. So there were a number of wounds to heal.
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Under our Deanfs leadership, the collegé has spent many hours cultivating the

)

respect of local administrators. He helped create a regional oréani;ation of
superintendents which neeéo‘regularly to oversee actions of the state
- legislature etc. This wae'oné of the first groups that helped us gethinput

on the redesign from over 700 teachers. This action aroused aome'intgrest among

the teachers and allowed them to accept that we wanted and needed their help. | :

They dn&erstood ve were not just interested in their schools for research sites.. °
- Simultaneously, we had to cultivate the 1nteres£ of'our own faculty to dare

thgm to change fheir ways and allow theﬁ~to take some risks. We gave faculty “

load time to a small groub, a mixture of the old and new who would be "safe"

in the field, and charged theZe with implementing the blueprint. . |

This small group selected addition#l faculty to serve on the éliﬁical part

or to form the group we call the Professional Preparation Team.
. » -

Clinical Plan - Professional Preparation Team

Our clinical portion is a total'éeam effort. The Professional Preparation
Team (PPT) is an organizational structure composed of one dniversity—t;acher
educator, A gracuate qtﬁdent, teacher reprQQentatives from each school in a
district and twenty students. All but the students are involved in the
decisions ;8 to what the students should observe and do in the public 3chool§.

" On campus course content is decided in the same manner. Although some activities,
requirements and evaluation ptocedures may vary among groups, all groups share
the same goals.

During the first summer, the teams spent ap;roximately fifty hours in pre-
paring experiences for students in the fall., A small vemuneration for all was
provided by the c¢cllege in the summer and superintendents provided some release

.
time during the school year. The college now provides money for staff development
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to benefit not only. PPT members.£ut also other teachers in school districts.
' Decisipns as to how monies are to be spent are made collaboratively by the -
PPT's.. | ' ’
Students spend time honing bbservation; communication, instructional skills
etc. §t_the same time some teams have worked on their writing skills. They
may spend Several days in public schools where they are mét by the

participating teachers, given their assignments, collect data and then they

.

o have périodic feminats on campus.
All activities ;re part of a contract system for evaluation, and the
éradgs are arrived at jointly by the classroom teachers and the university
“faculty. In adgi;ion, narrative stateﬁenfs are provided'on the status of each.

|
| This—aa%e:ia&—begeues—paf%—ei—a—pefe£e}ie—wh%ch~wtEb1&ﬂdxmrthe—stunuﬁt‘aﬁrtﬁgf‘“"
| N . -

his/her four ‘years.

'

Through this evaluation process some students have self-selected théﬁselves »

out of an education program. Others have been, selected out by us.

Current Status > . . N
_ & " . .
| Our second year PPT students, on their own and on a volunteer basis, have

formed a mentoring group for the freshgen.“ In their letter to the freshmen
they indicgted that né\teachers’were involved; they provided a list with all
their names and addresses and ;*plained they would sit in on thelr seminars
and answgrs all questions, 'They have exﬁressed a’ genuine interest and appre-
ciation for the ?;ogram;

There are still some persistent problems:

a) issue of pa; from some teachers .

b) less enthusiasm from secondary teachers for being involved

c) expense of the program - (e.g. tramnsportation, faculty load, stabe dav.

, money) i
d) tremendous time commitment of personnel
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'The\édvaotages have certaiﬁly outﬁeighed the obstacles. It is a valid
program for o¥bv1ding earlier and more intensive field work: It is a tremen-

dous staff development arrategy for the college and public school faculty

» -

All parties have been forced to deviate from their own specialities, math,

reading - and to analyze contemporary thought on tho act/aru of teaching.

1hose who £ound thenaelves teaching the otudents about teaching have readily
jadmitted their own 1nstruction has improved‘ This apgears to be a very valid
; alternative to previous inservice programs. Although it"is a time

oonSuming venture, team ﬁembers are buoyant over their successes and the

partnersliip of sharing the: teaching responaibilities between the university

. and public schcol personnel has excggded our expeétations.

,,.M
f
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Postscript - (Caveats) ) ' p
_ Apart from our brief testimony regarding a current example of a successful

practice we would like t@ identify several issues the Commission should

consider. ) L o R

[ 3

. 1) As long as stdtes allow alternative routes to certification, such' as
| transcript analysis, attention only to teacher preparation programs
i . begs a moot issue., Example, last year in Maine nearly half of ‘the

i . individuals certified did not graduate from a teacher prep program.

- ' ]

B 2) 1In the past year, with the extraordinary windfall of reports and

| . studies on education, we have found that recommendations based on

B _ studies have been he most helpful. We would suggest that your

| : recopmendations fi..l support in current research efforts or at

2 least indicate the need for concrete informatiom.

3) Finally, reports have a tendency to generalize. They can paint
every school/college with the same brush., Clearly there are
differences. We suspect you wili find great variations in the
capabilities of different institutions and personnel. Certainly
all teacher preparation can be improved but we ask that in your
onrnastneaa_tn_impxo1e4wmLJhleu;AAmage_the_unxknnf_gaod_~~m-vm

institutions.
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II. MAJOR ELEMENTS OF REDESIGN

Thé.Planning Leadership Team propdses a model which

suggests the £ollowing innovations:

LIBERAL. ARTS

PROFESSIONAL
PREPARATION
TEAM

HUMAN
DEVELOPMENT

INSTRUCTIONAL
SKILLS AND
PROFESSIONAL
SEMINAR

FIELD

EXPERIENCES

AND EDUCATION
SEMESTER

o A major portion of a student's program

would be in the Liberal Arts. A major
interdisciplinary Liberal Arts seminar
would occur in the last year of the pro-
gram. In addition, each gradua*e wcuuxd
be required to complete a Senior Paper/

Project designed to be a creative

expression of the student's background
in the ‘liberal arts.

Professional Preparation Teams would be
formed to include at least one Univer-
sity teacher educator, 2-3 cooperating .
teachers from a school district, about
25 students divided among Freshmen,
Sophomores, Juniors and Seniors, and

one or more graduate students. The team
would work in partnership with a school
district.

Exposure to human development concepts
would be thorouch and would occur pri-
marily in seminar and field-based
settings, interwoven with the work of
the Professional Preparation Team.

The teaching of instructional skills
would occur within the framework of the
Preparation Team and be integrated into
the student's content area as the stu-
dent moves through various stages to the
completion of student teaching. A major
seminar would occur in the final year
dealing with the "nuts and bolts" of
working in a school: professional organ-
izations, contracts, record-keeping,

_school/community politics, relationships

to school board, etc.

Field experiences would occur within the
framework of the Professional Preparation
Team, beginning early in the student's pro-
gram and escalating to a 10-12 week program
of student teaching in the fourth year. An
Education Semester would be schedul.d prior
to Student Teaching during which the student
would attend local schools for approximately

éhwwauvr /4 A%bﬂnr—c%b¢v~ ;._
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six weeks to be a participatory observer .
and instructional aide. The remainder of
the semester would be spent on campus in
an intensive program of study and practice
in teaching methods, curriculum and
specialized content skills development.

" EVALUATIVE o o The students will undergo three gignifi-
.PROCESSES . ' cant evaluative processes in the form of
: panel interviews: 1) for admission to
the teacher preparation program at the
conclusion of the second year; 2) fo<
admission to student teaching at the
) . conclusion of the third year; and 3) at
/ the conclusion of their formal program.
In preparation for these interviews,. the
student would develop a portfolio, begin-
ning in the Freshman year, which would
chronicle their experiences, work and
evaluations. B

¢

The new model will bring with it numerous implications for
this campus tu consider: |

o an increase in the minimum semester hour requirements to .
graduate from the program. Consideration should be given. to
raising the minimum from the present 120 semester hours to a

. minimum between 130 and 138 semester hours. .

o completion of the program can occur within four years, but o
may require additional time from the student during May term, -
an added semester, or summer sessions.

o greater collaboration between UMO faculty and local school
districts. ' :

o closer working relationships between faculty members in the
“ College of Arts and Sciences and the College of Education.

o greater use of field-based courses for pre-service students. P

o improved recruitment of students for teacher education at an
earlier point in their college career.

\

o increased costs of transporting students to their field sites.

o incentives for public school personnel to assist UMO in pre-
paring teachers.

.o assessment of the impact of a new student advisement system
. upon College of Education faculty and students.

o staff developmenﬁ for the University faculty and school
district educators who are to implement the program.

Y & |




-11-

BN

Example of a Typical Student Program

TO TEACEER EDU

ADMIS

Professional Preparation
Team

Educ;tion Semester .
Special Methods Courses
On Site Activities

Use of Technoloqy

Great Ideas/Issues

Seminar
HOURS
Prof. Prep. Peam - 18-
Lib. Arts & Major 18
TOTAL 36

Professional Preparation Team

Student Teaching, full semester

Professional Seminar
Senior Paper/Project

HOURS

Prof. Prep. Team 15
Lib. Arts & Major 18
TOTAL

33

TOTAL HOURS FOR GRADUATION 136

~-

ENTRANCE TO PROFESSION INTERVIEW

YEAR 1 IYEAR 2
Professional Preparation Professional Preparation Team
Team Activities Activzties 1z
Self-awareness a) Generic Instruction Skills
Career Awareness Planning .
Counseling - Diagnosing g
Advisement Instructing '
Observation Skills " Managing
Group Communication Skills Communications & Interacting
Initial Pield Experiences - Documenting & Evaluating
\ o b) Reading and wrxting process
. c) Special child _
HOURS _HOURS
Prof. Prep. Team 6 Prof. Prep.. Team ° 10 i
-Human Development -6 ,,Lib. Arts ‘& Major 24
" Lib. Arts &« Major 21 . s
i - : TOTAL 34
TOTAL 33
YEAR 3 _|¥EAR 4 ' ’

o
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SUGGESTED ROLE OF THE PARTICIPATING TEACHER

... helps orient students to school setting and individual students
+.. models effective teaching
..+ provides supervision/evaluation/feedback

..+ facilitates and contributes opportunities for the student to
- acquire necessary skills and experiences

... discusses school experience with students, verbally and in writing

... plays active role in communicating with UMO students and PPT school
- Trepresentatives . :

... participate in PPT program evaluation




SUGGESTED ROLE 'OF UMO TEACHER EDUCATOR

to provide on-site supervision in coliaborution with cooperaiing
teacher» throughout all of field experiences

to act as & continuous resource person

to conduct and/or arrange seninars

to discuss on-goin; progress of lfudenta'

to give advice om individual progran.decioions

-

to conduct needs assessvent with the PPT Scheol Representative
and the participating teachers

to sstablish conoultat;oon and make refefralo for students

to insure a collaborative decision is made as to a prospective
teacher's readiness to proceed to the next level of field experience

assume coordination tuoponsibilitiey'of the RIT Summer Coordinotor _
serve in a reflective fuoction

monitor certification

resource for staff development

train new PPT members




SUGGESTED RO..E NF THE CRADUATE STUDENT

to provide on-site supervision evaluating on-going progress

participate and assist in conducting seminars and inservice, .and,
be a resource person

1
advise in program decisions within the field component

to discuss on~-going progreés of students

to conduct needs assessment with the PPT School Representative and
participating teachers

to assist in insuring a student’'s readiness to proceed to the
next level of field e:perience :

assuue co-ordination responsibility

4

serve in a reflective function




SUGGESTED ROLE OF SCHOOL ADMINISTRATION

identify roles and responsibilities for student participation

in building

cootdinate experiences with UMO Teacher Educator and cooperating
teachers

provide consultation for problem-solving during all phases of the
field experience

help articulate the PPT expefience to the school district in general
advise regarding crganizational and administrative structure
assist in managing the logistics of’' the program

be a source of information about the school system and its’
functions

participate in decisions regarding human resources utilization L\\
select and advise PPT School Representatives or their substitutes”

works jointly with PPT School Representatives in selecting parti-
cipating teachers
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s+ represent Redeaign Iuplementation Team and the College of Education
.es attend plmix'xg meetings of PPTs during the summer months

e« coordinate those meetings by arranging day, time, place and
refreshuents

.+ insure that secretarial assistance is provided:

i.e., managing
typing, dupncat::l.on, and dissenination requests

.;. communicate conceptual guidelines from the RIT to PPTs regarding
= the formuilation and responsibiiities of the PPTs
. make available any materials/equipment needed by PPTs
«cs be a respurce person for questit;ns ,» concerns, needs
| . make dgcisions regarding the- framework of the PPT development
.+o convene the RIT as needed | |
eee coo:,fdination of both PPT efforts as a mediator
coo mECt u needed with UMO Teacher Educators
««« inform PPTs about each others' prog=ess

. [ . ‘ 1
“® ¥ arrenge

;ewarda and incent::lveo

ess train new PPT members

. ".ﬁ":’.."( b
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10.
11,
12.
13.
14,
15.
16.

17.

18.
19.

.Oronolﬁeazie Objectives

Students will become more self-aware through testing and teacher/peer
interaction. .

tach student will produce a written analysis of the degree of fit
between what he knows about himself and what he has learned about
teaching and two alternative careers. : .

Student will observe a classroom teacher for a given time and complete
a 1ist of activities in which the teacher is involved.

-

Student will write a report on a profession of education other than that
of a classroom teacher.

Student will work with an individual or group of individuals to help
them complete a task.

Student will discuss with a teacher his rationale and objectives for .

.a particular lesson and observe that lesson.

Student will write a rationale why he decided to enter the Col1ege of
Education as a ma jor.

Student will complete a self evaluation of his/her learning style.

Identify environmental elements of a classroom as a learning place.

Describe classroom operation and interactions.

Identify teaching and management techniques.

Describe student reactions to 1nsfruct10n activities. ¥

fxpress personal reactions - to c1a§$room experiences;///

Identify ways in which they assisted classrogm teaéhers.
P .

Relate student behavior to teacher expectations and methods.

Ide tify aspects of teaching they need to study further.

-Discuss ways to establish productive relations among students,

teachers, administrators.

Discuss ways in which classroom discipline is maintained.

Explore and refine attitudes toward:
A. Self as teacher
1. helping peaple in need
a. Directing Activities
b. Faciiitating personal growth of others
¢c. Important information/knowledge

78
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-

, 2. Being an authority
( a, Setting Vimits and enforcing them
b. Knowledge ’ 4
3. Engaging in evalyation and redefinition of.tasks and activities

a. Knowing the process of learning/téaching
b. Work within task analysis

. Learning by doing/analyzing

| \
V
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10.
n.
12.
13,
14,
15.
6.
17.

18,
19.
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Orono/Veazie Objectives

Students will become more self-aware through testing and teacher/peer
interaction. ;

¢
Each student will produce a wvitten analysis of the degree of fit
between what he knows about himself and what he has learned about

- teaching and two alternative careers.

Student will observe a classroom teacher for a given time and comp]ete
a list of activities in which the teacher is involved.

Student will write a report on a profession of education other than that
of a classroom teacher.

Student will work with an individual or group of individuals to help
them complete a task.

Student will discuss with a teacher his rationale and objectives for
a particular lesson and observe that lesson.

1

Student will write a rationale why he decided to enter the College of
Education as a major ,

Student will complete a self evaluation of his/her learning styie.

Identify environmental elements of 3 classroom as a learning place.

Describe classroom operation and interactions.

Identify teaching an?:management techniques.

Describe student reqctions to instruction activities.
Express personal repctions to ciassroom experiences

Identify ways in uhich they assisted classroom teachers.
Relate student behavior to teacher expectations and methods,
Identify aspects of teaching they need to study further.

Discuss ways to establish productive relations among students,
teachers, administrators,

Discuss ways in which classroom discipline is maintained.

Explore and refine attitudes toward:
A. Self as teacher
1. helping people in need . |
a. Directing Activities o e
b. Faciljtating personal growth of others ) R
c. Important information/knowledge
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2. Being an authority
( a. Setting limits and enforcing them
b. Knowledge .
3. Engaging in evaluation and redefinition of tasks and activities
. a. Knowing tha process of learning/teaching
\ b. Work within task analysis
.+ c. Learning by doing/analyzing

81




TESTIMONY BEFORE THE

NATIONAL COMMISSION ON EXCELLBNCE IN TEACHER EDUCATION

THE QUEST FOR EXCELLENCE IN EDUCATION:

THE RESPONSIBILITIES OF INSTITUTIONS OF HIGHER EDUCATION

Pauil B. Warren
Dean

Boston University

School of Education

October 19, 1984

82




THE RESPONSIBILITIES OF INSTITULIONS OF HIGHER EDUCATION

At the outscel, let me note that the scope of the thane selected
b} the Camnission to organize testimony suggests that the Cownission is
cognizant of the canplexity of the task it nas set for itself; let ine
cumpliment the agenda—setters for‘setting such a course. Analysis of
the condition of teacher education, if the analysis is ultimately to
affect the dﬂality of teacher preparation and quality of education in
this nation's puhlic schools, cannot be limited to questions of more or
less of the same. Discussion and analysis must consider the full range
of variables that ultimately contribute to the current cond}tion of
education, if the ends that we all seek are to be realized.

Having cammended you on your recognition of the camplexity of
the task, let me also signal a warning: Fellure by the Commission to
distill and'translate the data derived fram soliciting testimony to a
set of fairly concise and easily camunicated observations and
recamendations will significantly detract fram institution of higher
education (IHE) and local educational agency (LFA) ability to garner
public and institutional support prerequisite for effective responsc.
If there is a single lesson .0 Be learned from the publication of A

Nation At Risk, it is that the power of the word written for public

consunpticn to affect the behavior of institutions responsible for
schools and schooling is great. With the preceding caveat, let me now
proceed to the topic at hand, "the responsibilities of institutions of
higher education, including the faculty in education, for teacher

oducation,”




I begin by sharing with you some generalizations that represent

a synthesis of findings and assessments derived from reviews of

research, my experience as Dean of a School of Fducation for four years,

and service cs a Scheol Comnitter (School Board) member for six years,

Generalizations pertaining to the features of the "crisis" will sorve as

the base for subsetjuent reconmendations transmitted for your

consideration.

FENTURES OF THE CRISIS

0

‘)

* The impetus for the declaration of the current crisis in education

was as much a function of a-change in the supply/ demand ratio
pertaining to teacher employ%gnt as to the discovery that students
in public schools were not pertorming at an appropriate level.

The previous cannentiiotwithstandirg, the qualitf 6ﬁ individuals
attracted to the profession, and admitted to teacher educatiorn
programs, has historically been below that of studenté entering most

other pre-professional or professional programs. This problem was

aggravated, at least temporarily, in the 1970s and early 1980s, by

_the failure of the profession to continue to attract significant

numbers of bright women and minoritiesz asAwell as the lowering of
admission standards by same teacher education institutions and
programs seeking to offset declining numbers of eligible applicants
by enlarging the size of the applicant pool.

Teacher education programs, by and large, have functioned in
relative isolation fram two critical status—according referent
groups: Liberal Arts units and LEAs. ‘The inevitable stereotyping,

sme of it justified, produced by such isolation, has left teacher

aducat Ton units withont any significant support base in a periad of




O

P]

ducliniﬁg cn?¢llmvnt. [t must be noted that teacher education units
(are as responsible for this phenamenon as are Liberal Arts units and
LEAS,

The simultaneous isolation of teacher education units fran Liberval
Arts faculties and the field has significantly hampered efforts to
establish a mutually recognized knowledge base to inform teacher
preparation program, and to judge teacher performance ubon
graduation, |

1f one accepts the proposition that there is a correlation between
time-on-task and student achievement, the current organization of
most undergraduate teacher preparation programs virtually ~s3sures
that graduates of such programs who wish to teach in secondary
schools will not have sufficient knqwledge in the academic content
area: graduates who wish to teach in primary and elementary schools
will be deficient éither in academic content areas or in knowledge
of child development and related implications for design and
delivery of instruction; and graduates who wish to teach children
who have special learning needs will lack the knowledge, in either
the disciplineggase that informs their area of expertise, or the
skiils prercquiéite to meeting the diverse needs of this population.
Most teacher education program organizational and staffing patterns
neither affect practice in [EAs, nor permit Fducation féculty to
directly atfect the behavior of their students in the classroum of
the schiool, |

Finally, there is evidence to suggest that the factotrs that deter
students ftom enering teacher education programs ave not limited to

future income potential; tne perceived lack of intrinsic rewards to
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Cbe derived from emollinent in teacher education programs and the
conditions of the cducational workplace also serve as significant
deterrong s,

The School Setting

Any elfective response to the current crisis in uducal:inn must.,
in addition to those factors previously cited, also take . into
consideration the 'c’haracteristics ‘of the set‘tings in which graduates of
teacher education programs will practice their professich. Failure to
aéknowledge projected differences in the classroam of 1990 from tho‘se of
1950, and to select students and develop proﬁ;rams cognizant of such
differences, will i1l serve the profession. Strat;egies that do not\take
such differences into ac-coLmt will, at best, lead to a situation in
which the current difficulty in retaining able teachers will pale in
camparison, The following characteristics of the school will prev,gil
for the foreseeable future and must inform the response of teacher
education programs: | J
o Some segment‘of the ’po;ulation in any given classroom will be -
comprised of students designated as "learning disabled.” L,

o Same segment of the classroom population will be comprised o'f
students with different cultural and ethnic backgrounds from the )
majority. ' .

o sane scgment of the classroom population will b@ crmpr‘ised of
students for whon English is a second language.

o Computer and related technology will affect, in vatying‘degrees j ‘the
nature of thc-? curriculum,

o significant percentages of students will neither write nq: read at a

lovel ronsistent with their potential,
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o Significant purcuntages of students, for a variety of educational
and social reasons, will not be motivated to learn.

y the preceding brushstrokes seek to sketch the outline of the

' 3

current profile of teacher education prcgrams; Fran these lines T will
f’l | now seek to generate specific foatures for roébénse, or guidelines for
:addreésing the challenges confronting teacher education instituti@ns. I
. take this step cognizant of the‘fdct that the features identified éo not
-venccmpass the full range’of variables that contribute to the definition
of the problem; the profile developed, therefore, is in’‘same respects an
/ympréssionistic one. I also recognize that theré is a body of research
and literatﬁre that.wogld justifylthe_attempt, to continue the paintiné
metaphor, to @evelop a masterpiece on each subject. What follows,
therefore, shéuld only be cdhsider%d“a wof}ing skégch to be, or not to

be, developed in subsequent sessions or in the privacy of one's study.

FEATURES OF THE RESPONSE

The Supply/Demand Equation

- Guidelines for IHE reSponse to the current crisis must
accomnodate two phenanena. 1) the national priority ranking accc rded
the quest for teacher and school qualltyhhas, hlstorlcally, slipped in
periods of strory enrolhnent and ‘teacher shortaqe, and 2)‘virtually all
manpower projections point\to s;gnlflcant shortages.of teachers in many
arcas bf specialization within five ybars.* Thus, the failure of IHE
teacher oducatipn progtéﬁs to rGSppnénéo the current guality challenge
in a rapid, significant, and publicly-visible manner will markedly and

e - adversely affect the ability of both IHEs and LEAS -to positively affect
the‘quality of education for the next sevéral decades. There is little

*  rurrent science and mathematics shortages, and across-the-

8 board shortages in selected urban oettings are already well

J;Bdf; docunented., | ‘;7,




reason to believe that LFAs and IHEs will be able simultanecusly to

[

address quality and quantity needs. 4Strategies for reform must be
. .

. designed, therefore, to counter the tendency of educational institutions

to celebrate "the leisure of the theory class." . '

The Quality Dimension

The social climate that once made education ong of the few
professiSns with open doors to briy.ut wanen and minority group members

has, fortunately, changed. Teacher. education institutions will,

therefore, be required to campete for sufficient numbers of talented

“students to support programs on an even footing with the full spectrum

‘of institutions sponsoring higher education programs, if they are to

©

remain viable. The ability to compete effectively for such students is
pértly beyond the controi of IHEs (e.g., teacher salary levels,
provisions for recognition of outstanding performance, and working
conditions in the field). There are, however, factors that affect the
status of the pfofession—~and ultimatély its attractiveness--that are
within the scépe of IHE authority and responsibility; specifically, the
quality of students admitted to education programs and the requirements
for gréduation from such programs, As regards the "program" entry
challenge, 1 would propose that teacher education programs be required”
to adopt policies that call for the phasing in, perhaps over a three to
five year time period, of standards of admission comparable E? other
acadenic units in the univerSiFy setting in which the programJis
located; and to professional-association-agreed-upon standards equitable
wich liberal arts staﬁdardsqfor education units not housed in |

universities., It is recognized that the immediate impact of the

adoption of such policies will beé to reduce significantly the number of
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institutions capable of sustaining a student qunJlatioﬁ prerequisite to
fiscal survival, and to aggravate school staffing problems
siqnificantly. Such dissonance may be a prerequisile to addressing
school=situated constraints to entry and retention.

The qraduation réquirement, and content, issucs will be
addressed later in this testimony.

" The Isolation Phenanenon

Liberal Arts faculties, by and larde, have Significéntly :
underest imated the complexity of teaching youngséers in "a place called
school"; Education faculty, historically, have fesisted attamnpts to
infuse into education programs the scholarly rigor prerequisite to
stimulating the intellect of the student., LEA“ taff--and prospective
teacﬁers—-have historically underestimated the cpnceptual and reéearch
base that qives definition to the field; Education faculty have
consistently underestimated and/or forgotten the impact of the
organizational climate of the school on day—;o—day problemsolving .n
the classroom. The price paid for the pervasiveness of the preceding
osh:nomenon has been heavy: the status of the education unit, the
évalicy of educat‘on programs, and the ability of education units to
affect the quality of education in the public schools have all suffered.

Inter- and intramural changes in the policies and organizational

structures of the units carrying out teacher education functions will ke

' necessary if the spinoff effects of the isolation phenamenon are to be

addressed. The range of possibilitieé is great; more obvious

L)
alternatives include:  the establistment of independent "kducation

mstitutes," comprised of Education and Liberal Arts faculty and

teachers, that are authorized to grant credit as well as carry out

\
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applied research projects; the establishment of policies and strucﬁures
designed to support dual degree programs; formal organizational
relationships with selected LEAs, including provisions for faculty
appointments for practitioﬁers and school~based assignments for
institution of higher education faculty; the establishment of
educéf&onal consortia to provide cooperation between educational
institutions and wi%h‘institdtioné not traditionally formally linked
with the teacher preparation mission,

The Knowledge Base Issue

There is general consensus that the research of the last decade

has generated a knowledge base that has the potential to inform .teacher
preparation, teacher performance, and student achievement inithe

claséroan. There is less evidence thét the knowledge base generated by
such research has been systematically gpplied to the design of'prégrams

and classroam teaching practice, Such research must inform both the .

‘reformulation of academic programs (pre-service) and the practice of

those in the field (professional development), if the cuirent challenge

confronted by LEAs and IHEs is to be satisfactorily addressed. To

achieve|this end, significant organizational and programmatic Ehanges

must be initiated, For purposes of illustration, only, the following

possibilities are identified: ‘

o The establishment of professional-association-sponsored faculty
development consortia and institutes, with the specific mission of
assisting IHE faculty in applying'gesearch to p}ogram design and .

reformulation tasks;

o The establishment of applied research units in IHEs, with such units

agsuning the charge of systematically analyzing current research and

i
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assessing the implication of such findings for program and practice;
o The development of self-administered IHE program evaluation
protocols and instrunents designed to pemmit institutions to
systumatically assess their own prograus;
o The articulation of Ik applied research unit agendas with
affiliated LEA program development agendas--a variation on the .
Teacher Center and Laboratory}Or Satellite School concept.

Time~on-Task and Curriculun'

There is increasing evidence that the current four year
academic calendar and corrésponding'curricﬁlar constraints simply do not
provide the time necessary for the transmittal of knowledge and skills
egsential to producing a graduate Qith the knowleidge of the content tﬁét
inéofms his or her area of specialization and the mastery of teaching
skills préreqyisite to thé transmittal of skills, content and

understandings to school-aged youth. Although, to date, the five year

programn has generated the most attention as a response to thlS ‘ |
B B

di lemma~-and reprebents one. posaxble route—-there are other options for
response that fmay serve as v;able alternatxves. Additional options
worthy‘of éonsideration include: the reconceptualization of the
"academic! year to accomodate required formal instruction and field
experiences during current academic "down-time"; the reassessment of the /
current patterns for the delivery of instruction that generally equate
attendance in classes scheduled to meet university~ or coliege—wide
Logistical‘n;eds.with credits in a Procrustean manner; the incorporation
of the "internship" concept in addition to.fstudent teaching" as a

requirement for graduation, with the internship to serve as a

probat ionary year, and with certification and graduation fran the
l :
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teacher education program to be contingent upon successful completion,*

As a caveat, it must be noted that the re-ordering of
structures to accamodate time-on-task needs does not address.the
question of "what knowledye is of most worth?" The failure té addrcss-
this question'prior to "packaging" programs would render the re-ordering
of time and tasks irrelevant.

The IHE and the School Setting

The failure of education units to develop programs that,:
directly or indirectly, have the potential to affect.demonstrébly the
performance of pupils in LEA settings will significantly detract from
thelcredibility of projected teacher education reform recmnﬁendations.
Such'crédibility is essential for the recruitment and retention of
qualified teachers, if- changes beyond the scope of IHE control are to
occur, Accg;dingly, teacher education units must develop programs and
accampanying organizational relationships designed to affect the
performance of pupilé-in LEAs, Some of the potential strﬁctures are
alluded to lin previous comentary. In addition to structures and
polidtes previously citeg, teacher education units_should consider the
feasibility of: 1)\forma1 professional development programs and $;livery
strategies specifiCally designed to address school needs; and 2) the.
development and cooraination of applied researéh and service delivéry
activities that addresg LEA needs in LFA settings.,

/
The Reward lssue

Many of the factors most frequently cited as deterrents to

entering the profession are beyond the immediate control of education
*  gsignificant issues relevant to supervisory responsiblity, .
financing, and student degree options available if

performance is not satistactory, will need be addressed, if
such a strategy is to represent a viable response.
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units (e.g., salary, recognition of merit, and a host of factors that

-1argely derive fraom the organizational climate of the school). I would

contend, ho@ever} that the elevation of admissions standards, the
reformulation of programs responsive to the stereotypes accorded
education programs by LEA and non-Education IHE units, anQ the .

corresponding increased rigor of the academic program (both in the

| traditional academic disciplines and in the field of pedagogy) has the

potential to affect significantly and posiiively the quality and number
of individuals who would seriously consider entering the profession.
Assuming the abiliﬁy to pesand effectively to the program content
issue, I would also mend consideration by IHEs of dual degree options,
as appropriate, the establishmept'of provisions to permit the formal

linking of Master's progréms to undergraduate programs, as well as the

. allocation of scholarship funds specifically ear-marked for "Teacher-

Scholars" and/or differential tuition rates or tuitior~offsetting
incame-generating assignments linked to academic degree requirements for
educatiobn students.

Characteristics of the School Setting

- The conterit damain represented by the academic disciplines, the

knowledge base represented by the "foundation areas" and the body of

: s , / :
research that informs the practice of teaching must remain primary

reference points in the reformulation of programs. The current crisis
confronting the schools and teacher education units, however, calls for
the application of a progeam development overlay to a matrix generated
from the previous areas that represents what we know, with reasonable
certainty, to be characteristics of the schools and the classroom

population with which graduates of teacher education programs will

f
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interact upon assqnihg the ?ositiqn of teacher. The charagé?ristics
listed under the "school setting” entry represent a.sampling of
conditions for which teacher education faculty and program gradhates
must possess a repertory of knowledge and problem-solving skills
essential for effective response. IHE program requirements rust include
entries desigﬁed to, equip students to respond to the specific
characteristics and:beeds of children and parents who will be served by
the public schools for the caming decades.

In conclusién, I wish"to reiterate that the individual entries
shared with you are designed_tb serve as agenda items for Cammission
Fonsideration. The specific characteristics of the "érisisf cited, and
suggested strategies for response, represent a first cut on my part at
idenéifying the issues-that must be.addressed and the alternative
strategies that hold pramise for designing a response to the cqrrqnt

condition of teacher education. ST




